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(CDI)	 into	 Southern	 African	 languages.1	 The	 adaptation	 stems	 from	 the	 growing	 dissatisfaction	
regarding	the	dearth	of	speech	and	language	assessments	and	therapeutic	tools	currently	available	in	
South	Africa	for	 isiXhosa	or	other	 local	 languages	(Pascoe	and	Smouse,	2012;	Demuth,	2007).	Such	
tools	are	of	fundamental	importance	since	failure	to	accurately	diagnose	communication	difficulties	
hinders	appropriate	intervention.	If	improperly	addressed,	communication	difficulties	can	hamper	the	
essential	 development	 of	 literacy	 skills	 and	 academic	 success	 (see	 Shonkoff	 and	 Phillips,	 2000).	
Reliable	research	on	child	language	acquisition	is	thus	critically	needed	in	order	to	inform	culturally	
and	 linguistically	 appropriate	 assessments	 that	 can	 lead	 to	 accurate	 diagnosis	 and	 treatment	 of	
communication	 disorders,	 and	 ultimately	 improve	 children’s	 early	 childhood	 development	
trajectories.	
	
Data	 from	 the	 pre-pilot	 and	 pilot	 study	 informs	 discussions	 about	 monolingual	 isiXhosa-speaking	
toddlers’	 lexical	and	grammatical	acquisition.	 I	 furthermore	discuss	 the	need	 for	 the	adaptation	of	




The	 findings	 of	 this	 study	 furthermore	 contribute	 to	 existing	 scholarship	 on	 how	 children	 acquire	
words	and	morphemes.	Findings	as	such	will	be	of	use	to	clinicians	and	speech	pathologists,	especially	













African	CDI	 team,	whose	members	are:	Katherine	 J	Alcock	 (Lancaster	University);	Heather	Brookes	
(principal	investigator	−	PI),	Sefela	Garekwe,	Thato	Nteso,	Olebeng	Mahura	(PI),	Michelle	Pascoe	(PI),	
Anitah	Moeng;	Goitseone	Mogotsi;	 Tessa	Dowling	 (PI),	 Emma	Whitelaw,	Yolandi	Ribbens-Klein	 (all	







me	 to	 review	 the	 large	 body	 of	 literature	 on	 Sesotho	 and	 non-Nguni	 Bantu	 language	
acquisition.	









































































































































































































































































































the	 topic	and	Section	2.4.2,	below)	has	not	 so	 far	 led	 to	 the	development	of	 speech	and	 language	
assessment	tools	that	might	result	in	linguistically	focused	interventions	for	the	majority	of	children	
who	speak	a	Bantu	language	–	and,	in	this	context,	specifically	isiXhosa	−	as	a	first	language	(Alcock	et	
al.,	 2015;	 Pascoe	 and	 Smouse,	 2012;	 Potgieter	 and	 Southwood,	 2016;	 Gxilishe,	 2008).	 Such	
interventions	are	necessary	since	communication	difficulties	can	hamper	academic	success	and	the	
development	 of	 literacy	 skills,	 as	 well	 as	 increase	 children’s	 susceptibility	 to	 low	 self-esteem	 and	
bullying	(Pascoe	and	Smouse,	2012).	Clinicians	have	an	ethical	responsibility	to	manage	their	clients	in	
each	client’s	first	language,	and	therefore	the	“development	of	contextually	relevant	assessments	and	
resources	for	speech	 language	therapists	working	 in	[South	Africa]	 is	urgently	needed”	(Pascoe	and	
Smouse,	2012:	471;	see	also	Gxilishe,	2008).		
	
This	 recognition	that	 the	way	speech	development	 is	evaluated	needs	to	be	relevant	and	culturally	
appropriate	is	a	global	phenomenon	evident	in	the	increasing	demand	for	cross-cultural	assessments	
that	 fit	 these	 criteria	 (Carter	 et	 al.,	 2005).	 It	 is	 partly	 explained	 by	 the	 growth	 of	 multicultural,	






















2008)	since	there	 is	often	a	transfer	of	skills,	weak	or	strong,	 from	the	first	 language	to	the	second	
language	 (Friedlander,	 1990).	 The	 earlier	 the	 invention	 when	 a	 child	 does	 display	 speech	 and	
communication	 difficulties,	 the	 better	 the	 developmental	 outcome	 (Duyme,	 Zoyman,	 Tervo	 and	
Capron,	2011).	 If	accurate	diagnoses	do	not	occur,	appropriate	intervention	will	further	be	delayed.	











much	 display	 the	 traditional	 lifestyle	 of	 the	 amaXhosa.	 Homesteads	 comprise	 of	 two	 or	 more	
rondavels,4	subsistence	farming	is	common,	and	often	farm	animals	roam	freely.	Whilst	these	factors	
are	 explored	 in	 more	 depth	 throughout	 this	 thesis,	 for	 now	 it	 is	 suffice	 to	 say	 that	 whilst	 rural	
communities	can	appear	to	have	a	degree	of	bucolic	charm	and	the	people	to	practise	Ubuntu,5	they	
are	also	often	poverty	stricken,	have	high	levels	of	unemployment,	and	remain	geographically	isolated	






















superfluous	detailed	analysis	of	them	all,	any	 linguistic	particulars/differences	with	 isiXhosa	are	recognised	 in	












see	 Appendix	 A	 for	 a	 Noun	 Class	 table)	 governs	 an	 agreement	 system	 of	 concords	 “whereby	 any	



































argue	 that	 there	 can	 be	 no	 such	 thing	 as	 ‘culture-free’	 assessments	 that	 operate	 in	 “context-free	
clinical	 settings”	 (Carter	 et	 al.,	 2005:	 386).	 They	warn	 against	 the	pitfalls	 of	 thinking	 that	 tests	 can	







Normative	 data	 in	 testing	 for	 cognitive	 ability	 remains	 mainly	 based	 on	 monolingual,	 reasonably	
affluent	English	 first-language	 individuals:	according	to	Cockcroft	et	al.	 (2015),	 these	norms	are	still	
routinely	 applied	 to	 culturally	 and	 linguistically	 diverse	 individuals.	 This	 creates	 measurement	
problems	 for	 individuals	 from	 non-Western	 cultural,	 linguistic,	 and	 socio-economic	 backgrounds,	
including	the	majority	of	the	South	African	population,	whose	speech	is	often	assessed	according	to	
inappropriate	 standards,	 leading	 to	 biases	 in	 the	 developmental	 scores	 and	 hampering	 the	 role	 of	
professionals	 in	the	field	(Gxilishe,	2008).	 In	the	course	of	an	 interview	with	Jane	 le	Roux,	a	speech	
therapist	 and	 clinical	 educator	 at	 the	 Department	 of	 Health	 and	 Rehabilitation	 Sciences	 at	 the	




















impairment9	 is	more	difficult	 to	 identify	 on	 standardised	 languages	 assessments	 in	 children	whose	
backgrounds	 are	 not	 mainstream.	 This	 implies	 that	 they	 may	 score	 lower	 due	 to	 differences	 in	
background,	despite	having	typical	development	(Gutiérrez-Clellen	and	Simon-Cereijido,	2007).	These	
assessments	therefore	run	the	risk	of	“confusing	‘difference’	with	‘disorder’”	(Campbell	et	al.,	1997:	
519).	 Reliable	 research	 on	 child	 language	 acquisition	 is	 thus	 critically	 needed	 in	 order	 to	 inform	
culturally	and	linguistically	appropriate	assessments	that	can	lead	to	accurate	diagnosis	and	treatment	

































Despite	 the	 relatively	 small	 sample	 size	 (N=20),	 Section	A	of	 the	CDI	questionnaire	 (see	Chapter	3,	
where	I	discuss	the	CDI	questionnaire	as	research	tool)	provides	data	about	the	toddlers’	vocabulary	
production,	 which	 can	 be	 investigated	 for	 significant	 correlations	 with	 their	 socio-demographic	
background	(see	research	question	1	and	Section	1.4.1).	However,	for	an	analysis	of	data	on	individual	




































joint	 significance.	Expressive/productive	vocabulary	 is	 the	dependent	variable	 tested	 for.	Note	 that	















isiXhosa-speaking	 toddlers.	 I	 specifically	 consider	 what	 it	 reveals	 about	 the	 age	 and	 manner	 of	
acquisition	 of	 noun	 classes,	 noun	 class	 prefixes,	 subject	markers,	 identificative	 copulatives,	 object	
markers,	 adjective	 markers,	 possessive	 markers,	 possessive	 pronouns,	 prepositions	 and	 locatives,	












of	 the	 isiXhosa	CDI,	 together	with	 the	methodology	of	my	analyses,	 is	described	 in	Chapter	3.	This	
chapter	ends	with	a	consideration	of	methodological	limitations.	In	Chapter	4,	I	respond	to	research	
question	 1.4.1	 by	 statistically	 analysing	 the	 role	 of	 environmental	 and	 demographic	 factors	 on	
productive	vocabulary	of	toddlers,	and	 in	Chapter	5	 I	descriptively	consider	grammatical	and	 lexical	









This	 chapter	 provides	 a	 synchronised	 analysis	 of	 literature	 from	 local	 and	 international	 studies,	
spanning	diverse	disciplines.	The	tendency	to	draw	on	international	studies	for	languages	and	cultures	







conducted	 on	 CDIs	 worldwide	 with	 their	 reliability,	 validity,	 and	 developmental	 findings	 well-
researched:	American	English	(Dale	and	Fenson,	1996),	British	English	(Hamilton,	Plunkett	and	Schafer,	
2000),	Croatian	(Kuvac,	Cepanec	and	Kovacevic,	2009),	Danish	(Bleses	et	al.,	2008),	German	(Szagun,	
Stumper	 and	 Schramm,	 2009),	 Hebrew	 (Maital	 et	 al.,	 2000),	 Italian	 (Camaioni	 et	 al.,	 1991;	 Caselli,	
Casadio	and	Sanders,	1993),	Japanese	(Ogura	et	al.,	1993),	Kiswahili	and	Kigiriama	(Alcock	et	al.,	2015),	
Mexican	Spanish	(Dale	and	Fenson,	1996),	New	Zealand	English	(Reese	and	Read,	2000),	Norwegian	
(Simonsen	 et	 al.,	 2013),	 Russian	 (Eliseeva	 and	 Vershinina,	 2009),	 Swedish	 (Eriksson	 and	 Berglund,	
1999),	 Turkish	 (Aksu-Koç	 et	 al.,	 2009),	 Xichangana,	 Xionga,	 and	 (Mozambican)	 Portuguese	 (Vogt,	
Mastin	and	Aussems,	2015.)	For	more	information	on	the	reliability	and	validity	of	CDI	adaptations	see	
also	Fenson	et	al.	(1994);	Saudino	et	al.	(1998);	Duyme,	Zorman,	Tervo	and	Capron	(2011);	Fenson	et	
al.	 (2000a);	 and	 Law	 and	 Roy	 (2008).	 There	 are	 over	 60	 adaptations	 of	 the	 instrument	worldwide	
(Alcock	et	al.,	2015),	however,	 it	 is	beyond	the	capacity	of	this	thesis	to	present	findings	from	all	of	
them.	 Instead,	 I	concentrate	on	reviewing	 literature	that	focusses	on	the	way	children	 learn	words,	


















The	CDI	 is	a	 cost-effective	 instrument,	because	 it	 is	based	on	 the	completion	of	a	questionnaire.	 It	
allows	development	to	be	assessed	based	on	the	extensive	experience	of	caregivers,	which	although	
prone	 to	bias,	 is	 often	more	 representative	of	 a	 child’s	 ability	 than	a	brief	 non-naturalistic,	 clinical	















A	 wide	 range	 of	 assessment	 and	 therapy	 materials	 (including	 CDIs)	 have	 been	 developed,	 but	 as	
pointed	out	in	Chapter	1,	there	are	very	few	speech	and	language	assessments	and	therapeutic	tools	
available	 in	 South	 Africa	 for	 isiXhosa	 or	 other	 indigenous	 languages	 (Pascoe	 and	 Smouse,	 2012;	























in	 language	 development	 (Law	 and	 Roy,	 2008),	 and	 with	 reference	 to	Maital	 et	 al.	 (2000:	 3),	 the	
creation	of	 the	CDI	will	 inform	discussion	around	“vocabulary	composition	 in	 typologically	different	


























1.	 The	 theory	 that	 states	 that	 children’s	 language	 is	 shaped	 through	 reinforcement:	 praise	
when	 they	 produce	 the	 correct	 language	 (positive	 reinforcement)	 and	 correction	 (negative	
reinforcement)	when	they	produce	the	language	incorrectly	(Oostendorp,	2016).	A	criticism	of	
this	theory,	however,	is	that	research	has	shown	that	adults	do	not	always	correct	children’s	




2.	The	 theory	 that	 that	 states	 that	 children’s	 speech	 is	driven	by	 imitation	of	 the	 language	
stimulus	 in	 their	 environment;	 they	 listen	 to	 and	 repeat	 what	 they	 hear.	 It	 is	 argued	 that	
imitation	 should	be	 viewed	as	 an	 intentional	 process,	which	helps	 children	 internalise	new	
information	 and	 rules	 and	 not	 merely	 mindless	 mimicking	 (Lantolf	 and	 Thorne,	 2006	 in	
Oostendorp,	2016:	228).	This	theory	also	has	shortcomings,	however,	 in	that	children	make	
grammatical	errors	that	adults	do	not	make	as	well	as	display	capability	to	produce	structures	
for	 which	 there	 is	 no	 evidence	 of	 input	 (Fromkin,	 Rodman	 and	 Hyams,	 2018).	 Imitation	
moreover	does	not	account	for	children’s	ability	to	learn	and	understand	language	spoken	to	






mental	 structure	 of	 the	 brain	 (Oostendorp,	 2016).	 Chomsky,	 the	 most	 influential	 theorist	 in	 this	






















since	 children	 seem	 to	 know	more	 about	 language	 than	what	 their	 environment	 exposes	 them	 to	















Social	 interactionism	 is	 an	 alternative	 theory	 to	 the	 innateness	 hypothesis	 that	 emphasises	 the	
importance	of	child-caregiver	interactions	in	language	acquisition	processes,	minimizing	the	important	
of	the	Language	Acquisition	Device	and	rather	stressing	the	role	of	the	Language	Acquisition	Support	



















They	measure	 frequency	on	overall	 language	rather	 than	only	 in	child-directed	speech	 for	practical	
reasons	given	the	corpus	available	to	them	and	the	fact	 that	there	 is	no	reason	to	believe	that	the	
frequency	would	necessarily	differ.	Literature	suggests	children	 learn	 language	not	only	 from	being	
consciously	taught	it	by	their	caregivers	but	also	from	simply	overhearing	it	(Floor	and	Akhtar,	2006).	
Thus	 Zawada	 and	 Ngcobo’s	 (2008)	 method	 of	 measuring	 frequency	 should	 not	 compromise	 their	
results	 that	 Cls	 9,	 1,	 1a,	 15,	 3	 and	 5	 occur	 in	 that	 order	 of	 frequency	 in	 isiZulu	 adult	 speech;	







of	 the	 language	 to	be	acquired	 (Idiata,	2005),	 that	 is,	acquisition	strategies	are	not	 independent	of	
language.	Idiata	(2005:	85)	cites	recent	studies	on	languages	other	than	English	–	for	example,	French	


















(Pinker,	 1994).	 Prosodic	 bootstrapping,	 on	 the	 other	 hand,	 promotes	 the	 view	 that	 speech	 signals	















According	 to	 Huttenlocher	 et	 al.	 (1991),	 understanding	 how	 vocabulary	 development	 occurs	 is	
important	 since	 it	 constitutes	 children’s	 initial	 achievement	 as	 language	 learners,	 and	 as	 Chomsky	
(1993	 in	Bloom,	2000:	9)	maintains,	problems	 in	vocabulary	acquisition	are	akin	to	problems	 in	the	
acquisition	 of	 other	 aspects	 of	 language.	 Literature	 suggests	 that	 by	 4.5	 months	 children	 start	



































political,	 linguistic	 and	economic	 factors,	 and	 ignoring	 the	 interaction	of	 these	 factors	would	be	 to	
undermine	and	restrict	the	power	and	value	of	any	outcome	to	a	problem	to	be	solved;	ignoring	the	
multifaceted	dimensions	of	 language	acquisition	will	moreover	hamper	 the	viability	of	assessments	












To	contextualise	the	ensuing	 literature	 in	a	South	African	context,	 it	 is	 important	to	note	that	most	
monolingual	 isiXhosa-speaking	children	are	raised	 in	either	rural	or	urban	settings,	or	straddle	both	
worlds.	Low	and	high	SES	 is	present	 in	both	rural	and	urban	settings	 in	South	Africa,	ruling	out	any	
mutual	exclusivity	between	geographical	 location	and	SES.	I	believe	it	 is	also	important	to	note	that	
what	constitutes	a	high	SES	for	a	typical	monolingual	isiXhosa-speaking	family	may	be	considered	a	low	
SES	 for	 a	 typical	 English-	 or	 Afrikaans-speaking	 family	 (see	 StatsSA,	 2017),	 a	 lingering	 inequality	









of	the	South	African	population,	which	 is	 low	SES	(Van	Dulm	and	Southwood,	2013	 in	Potgieter	and	
Southwood,	2016:	2),	but	currently	they	cannot	state	with	confidence	whether	a	lower	vocabulary	score	
than	 the	 age	 appropriate	 norm	 is	 due	 to	 developmental	 and	 not	 contextual	 issues	 (Potgieter	 and	
Southwood,	 2016).	 Thus	 there	 is	 a	 need	 for	 a	measure	of	 lexical	 development	 developed	by	 South	
African	linguists	and	professionals	and	piloted	in	this	country	that	acknowledges	the	different	realities	
faced	 by	 different	 children	 (Potgieter	 and	 Southwood,	 2016)	 and	 does	 not	 assume	 them	 to	 be	 a	
homogeneous	group.	It	is	important	that	the	isiXhosa	CDI	does	not	bias	low	SES	and	rural	children	as	










Carter	 et	 al.	 (2005:	 390)	 refer	 to	 the	 observation	made	 by	Mbise	 and	 Kysela	 (1990)	 that	 in	many	
cultures	children	do	not	“engage	in	prolonged	dyadic	play	with	adults”,	spending	much	of	their	time	in	
polyadic	play	with	siblings	or	other	children.	Statistics	South	Africa	[StatsSA]	(2018a)	reports	that	the	
environment	 in	 which	 children	 grow	 up	 plays	 an	 important	 role	 in	 cognitive	 and	 psychosocial	
development.	Many	South	African	children	are	raised	in	rural	areas	by	grandparents	or	other	relatives11	
who	 seldom	 have	 time	 to	 play	 with	 the	 children	 sent	 home	 to	 be	 brought	 up	 by	 them.	 One	
grandmother	–	who	had	to	feed	and	clothe	three	grandchildren,	aside	from	a	full	daily	domestic	regime	
that	 included	maintaining	a	vegetable	garden	–	 told	us	 that	her	eldest	grandchild	had	only	 started	
speaking	when	she	sent	her	to	the	local	crèche:	Ndandingenaxesha	lokuthetha	naye	mna	‘I	had	no	time	













enters	 and	 “is	 also	 frequently	 the	 focus	 of	 social	 and	 verbal	 interaction”	 (Connelly,	 1984:	 122).	















children	 receive	 five	 times	 less	 child-directed	utterances	 than	urban	children,	and	50%	of	 the	 rural	
utterances	were	in	the	negative	voice	compared	to	only	31%	of	urban	utterances	(Vogt,	Mastin	and	












Studies	 have	 shown	 that	 mothers	 with	 relatively	 less	 education	 and	 who	 are	 economically	
disadvantaged	may	 talk	 less	 frequently	 to	 their	 babies	 in	 comparison	 with	 educated	 and	 affluent	







Egeren,	 Streissguth,	 Nyman	 and	 Leckie,	 1969;	 Farran	 and	 Haskins,	 1980;	 Heath,	 1983;	 Hess	 and	
Shipman,	1965;	Hoff-Ginsberg,	1991;	Schachter,	1979,	all	in	Potgieter	and	Southwood,	2016:	3).	It	may	
be	 that	mothers	with	post-secondary	education	may	also	have	 larger	vocabularies	 than	 those	with	
lower	levels	of	education	(Goldberg	et	al.,	2008	and	Paradis,	2009	in	Potgieter	and	Southwood,	2016:	
3).	Thus	maternal	education	can	affect	both	input	quantity	and	quality	(Paradis,	2011	in	Potgieter	and	
Southwood,	2016:	3).	Moreover,	Chen	and	Li	 (2008)	find	that	a	mother’s	education	 is	an	 important	
																																								 																				















maternal	 education	 were	 later	 obtained	 when	 children’s	 language	 was	 tested	 via	 standardised	
measures”.	Reese	and	Read	(2000:	265)	suggest	that:		
	
Mothers	 with	 less	 education	 might	 instead	 conflate	 expressive	 and	 receptive	
vocabulary	 when	 filling	 out	 the	 CDI:WS	 [words	 and	 sentences].	 Even	 though	 the	
instructions	on	the	CDI:WS	form	clearly	request	that	parents	should	only	tick	words	
that	 their	 children	actually	use,	mothers	with	 less	education	may	be	 less	 likely	 to	
follow	these	instructions	as	carefully.	
	
Fenson	et	 al.	 (1994)	 similarly	 indicate	 that	 low	SES	and	 less-educated	mothers	have	a	 tendency	 to	
overestimate	their	children’s	receptive	ability	and	Vogt,	Mastin	and	Aussems	(2015)	similarly	posit	this	




on	 the	 education	 levels	 and	 occupation	 of	 a	 child’s	 parents.	 In	 the	 data	 set	 from	 toddlers,	 only	
vocabulary	 production	 shows	 a	 correlation	 with	 SES	 but	 exhibits	 the	 usual,	 expected	 correlation	











Plunkett	and	Schafer,	2000).	 In	 the	 Israeli	adaptation,	SES	 is	measured	by	both	maternal	education	
level	and	location	(the	authors	finding	this	a	better	prediction	of	SES	than	location;	Maital	et	al.,	2000),	
but	 the	authors	 find	 that	 SES	 scores	 are	unrelated	 to	 lexical	 and	grammatical	 development.	 In	 the	
Mozambican	 adaptation,	 SES	 is	 also	 determined	 by	 maternal	 education	 level	 (Vogt,	 Mastin	 and	
Aussems,	2015).	Whilst	it	is	not	a	significant	predictor	of	receptive	vocabulary	size,	maternal	education	
level	is	positively	correlated	with	expressive	vocabulary	size.	The	authors	find	that	maternal	education	























siblings	 have	 smaller	 vocabularies	 than	 those	 who	 socialise	 more	 with	 their	 mothers.	 For	 the	
























can	 be	 expected	 since	 hormonal	 differences	 may	 play	 a	 role	 in	 brain	 maturation	 and	 “gender	









































firstborns	 are	 at	 a	 slight	 developmental	 disadvantage	 with	 regard	 to	 word	 production,	 word	
combinations	,and	mean	length	of	utterance.	Fenson	et	al.	(1994)	do,	however,	acknowledge	that	other	
literature	 (Zajonc,	Markus	 and	Markus,	 1979	 and	Oshima-Takane,	 Goodz	 and	Derevensky,	 1992	 in	
Fenson	 et	 al.,	 1994)	 suggests	 less	 consistent	 results/non-existent	 effects	 of	 birth	 order	 on	 early	
















developmental	 level.	Her	 findings	 confirm	 that	 language	 delay	 in	 twins	 is	 prevalent,	 although	mild	
(Thorpe,	2006).	Most	literature	on	CDIs	does	not	consider	the	topic	of	twins,	but	Saudino	et	al.	(1998)	
check	the	validity	of	parent-based	assessments	of	the	cognitive	abilities	of	toddlers	aged	2,	using	43	
sets	of	 twins.	Despite	measuring	non-verbal	 cognitive	ability,	 the	authors	 find	 that	 the	 inclusion	of	


















Maital	 et	 al.	 (2000)	 report	 that	 43.6%	 of	 their	 sample	 attends	 ‘Group	 Child	 Care’,	 however,	 they	
unfortunately	do	not	explore	the	effects	on	this	in	any	detail.	The	importance	of	attending	a	crèche	is	








life	 at	 a	 disadvantage	 and	 can	 fall	 further	 behind	 their	 more	 advantaged	 peers	 throughout	 their	
lifecycle”	 (StatsSA,	 2018a).	 This	 sentiment	 unambiguously	 highlights	 the	 important	 role	 of	 early	
childhood	development	centres	and	crèches.	 In	this	vein,	Martinez,	Naudeau	and	Pereira	 (2017),	 in	
studying	the	importance	of	preschool	attendance	on	child	development	in	extreme	poverty	conditions	














































as	emerging	 languages.	These	 languages	stem	from	the	youth’s	desire	 to	create	a	social	status	and	
identity	(Brookes,	2014)	that	supersedes	their	SES.	It	would	therefore	be	misguided	to	disregard	the	
role	 that	 exposure	 to	 languages	 and	 their	 varieties	 plays,	 whether	 stemming	 from	 SES	 or	 other	
exogenous	factors.	Despite	this	study	being	rural	based,	the	above	points	to	the	important	role	that	
























and	 idrink	 therefore	 need	 to	 be	 incorporated	 into	 the	monolingual	CDI	 (see	Demuth,	 2000	 on	 the	
incorporation	 of	 loan	 words	 into	 noun	 classes).	 This	 process	 of	 language	 change	 due	 to	 language	










language	 is	used	–	 that	 is,	even	 if	parents	 raise	 their	children	 to	be	monolingual	 isiXhosa	speaking,	
lexical	 items	 of	 other	 named	 languages	may	 be	 incorporated	 into	 a	 ‘monolingual	 isiXhosa’	 child’s	
lexicon.		
	




skills	 observed	 in	 South	 African	 children,	 the	 goal	 of	 my	 current	 research	 is	 to	 create	 norms	 for	
monolingual	 children.	 By	 so	 doing	 I	 hope	 I	 can	 eventually	 combine	 monolingual	 CDIs	 of	 different	
																																								 																				

















I	 begin	 by	 reviewing	 universal	 literature	 on	 the	 subject	 of	 word	 combinations	 and	 grammatical	
acquisition	and	then	progress	to	a	more	detailed	consideration	of	child	language	acquisition	of	isiXhosa	
and	Bantu	 language	 grammar	 and	morphology	 specifically.	 The	 acquisition	 of	 Bantu	 languages	 has	
been	well	studied	(see	Section	2.4.2	 for	a	summary	as	well	as	Demuth,	1988,	1996,	1998;	Demuth,	
Faraclas,	and	Marchese,	1986;	Mowrer	and	Burger,	1991;	Demuth	and	Weschler,	2012).	However,	for	










Pasek,	 2011:	 51)	 and	 are	 acquired	 first	 (Ringler,	 1978	 in	Huttenlocher	 et	 al.,	 1991:	 238),	 invariably	
children	need	 to	 begin	making	 use	 of	 other	 parts	 of	 speech	 in	 order	 to	 speak	 about	 relations	 and	
events.	 Children	 need	 to	 learn	 how	 to	 use	 verbs,	 spatial	 relation	 terms	 and	 logical	 connectors	
appropriately	 to	 produce	 complex	 sentences	 (Harris,	 Golinkoff	 and	 Hirsh-Pasek,	 2011).	 A	 certain	
number	 of	 lexical	 items	 need	 to	 be	 acquired	 before	 children	 can	 produce	multi-length	 utterances,	







Fenson	 et	 al.	 (1994)	 argue	 for	 the	 inclusion	 of	 a	 ‘Combining	words’	 section	 on	 toddler	 CDIs:	word	
combinations,	 they	 say,	 are	 an	 important	 aspect	 of	 linguistic	 growth	 that	 set	 the	 stage	 for	 other	
syntactic	and	semantic	developments.	The	succeeding	section	on	the	CDI	on	complex	sentence	forms,	











































IsiZulu	and	Siswati	 are	 closely	 related	 to	 isiXhosa,	 all	 three	being	Nguni	 languages	 spoken	 in	South	
Africa	 and	 Swaziland.	 Sesotho	 and	 Setswana	 are	 closely	 related	 Sotho	 languages	 (Demuth,	 1992)	
spoken	 in	 South	 Africa	 (Sesotho	 and	 Setswana),	 Lesotho	 (Sesotho	 and	 some	 Setswana),	 Botswana	
(Setswana)	 as	 well	 as	 some	 part	 of	 Namibia	 and	 Zimbabwe	 (Setswana).20	 Chishona	 is	 spoken	 in	
Zimbabwe	as	well	as	some	parts	of	Zambia	and	Botswana.21	Chichewa	is	spoken	in	Malawi	as	well	as	
parts	 of	Mozambique,	 Zambia	 and	 Zimbabwe,22	whilst	 Isangu	 is	 a	Bantu	 language	of	Gabon,23	 also	



















in	 line	with	 the	 theory	 of	 linguistic	 determinants,	 Demuth	 (2003)	 proposes	 that	 different	 linguistic	





For	 ease	 of	 reading,	 I	 use	 a	 table	 format	 to	 organise	 the	 literature	 on	 grammatical	 acquisition	 by	










































































(Sources:	 Kunene,	 1979;	 Connelly,	 1984;	 Tsonope,	 1987;	










































































































































































































































































placing	 ‘people’	 in	 Cls	 1	 or	 1a	 and	 all	 other	 ‘things’	 in	 Cl.	 9	 –	 a	 semantic	 overgeneralisation	 of	 i-
commencing	 Cls	 5,	 7	 and	 9	 (Suzman,	 1991;	 1996;	 1999).	 But,	 the	 extent	 to	 which	 this	 is	 due	 to	
grammatical	processing	still	being	assimilated,	or	due	 to	an	accommodation	arising	 from	 ill-formed	
phonological	processing	(Connelly,	1984)	is	ambiguous.	The	latter	would	imply	that	apparent,	potential	





















zero	 prefixes	 (Suzman,	 1996).	 Nguni	 nouns	 omit	 the	 pre-prefix	 in	 the	 vocative29	 as	 well	 as	 after	
negatives,	demonstratives,	lists	of	things,	and	in	a	number	of	other	environments	(see	Pahl,	1967:	27	
and	Suzman,	1991:	42).	Certain	nouns	in	Sesotho	(from	Cls	5,	7,	8,	10,	and	14),	on	the	other	hand,	lose	
the	whole	NPx	 in	adult	 speech	when	a	nomimal	modifier	 is	used30	 (Demuth,	1988,	1992;	Doke	and	
Mofokeng,	1957	in	Ziesler	and	Demuth,	1995)	or	if	agreement	is	marked	elsewhere	in	the	sentence	








by	 considering	 the	 acquisition	 of	 plural	 NPx	 and	 suggests	 that	 number	 agreement	 occurs	 before	
children	can	mark	 it	 in	noun	morphology.	His	data	highlights	 that	number	 is	 indeed	expressed	as	a	
concept	 in	 utterances	before	obligatory	plural	NPx	 are	 in	 place33	 (Connelly,	 1984).	Number	 can	be	










32	Grammatical	 function	refers	 to	the	syntactic	 roles	played	by	morphemes	 in	a	particular	clause	or	sentence	
(Nordquist,	2018).	
33	 The	 case	 of	missing	 NPx	with	 plural	 agreement	 could	 support	 Suzman’s	 (1991)	 claim	 that	 subject	marker	


































35	See	recent	work	by	Demuth	and	Ellis	 (2010)	suggesting	that	children	might	be	more	 likely	 to	use	NPx	with	
monosyllabic	nouns	and	that	there	is	a	greater	likelihood	of	prefixes	being	truncated	on	polysyllabic	nouns	for	
children	aged	2;3.	
36	A	 trochee	 is	a	 rhythmic	unit	 consisting	of	a	 stressed/long	syllable	 followed	by	an	unstressed/short	 syllable	
(Collins,	2018).	
37	 In	 Sesotho,	 both	 possessives	 and	 demonstratives	 are	 disyllabic,	 making	 this	 an	 appropriate	 hypothesis,	








1.	 Children	 produce	 noun	 stems	 in	 a	 manifestation	 of	 a	 ‘template-based	 phonological	
heuristic’;	






95),	which	may	facilitate	the	earlier	acquisition	of	prefixes	 in	 isiZulu	and	other	 languages	that	have	
retained	the	pre-prefix.	Suzman	argues	that	her	findings	of	this	trend	in	isiZulu	support	Peter’s	(1994	
in	Suzman,	1996:	96)	proposal	that	prosody	assists	children	in	segmentation	(finding	boundaries)	but	
also	 provides	 a	 focusing	 tool	 for	 certain	 aspects	 of	morphological	 structure.	 This	 is	 likely	 to	 assist	













NPx	 in	which	 there	 is	no	nasal.	This	 is	 in	 line	with	what	 Jakobson	 (1968)	proposed	about	 the	early	

















Sibanda	 (2014)	 highlights	 the	 fact	 that	 the	 phonological	 complexity	 of	 consonants	 vis-á-vis	 vowels	
seemed	to	be	one	of	the	reasons	children	dropped	consonants	in	her	data.	Connelly	(1984:	79)	argues	
that	 later	 in	 the	child’s	development	some	nouns	with	greater	phonological	complexity	are	already	
‘learned’	and	in	use,	which	tends	to	illustrate	that	learning	is	morphological	rather	than	phonological	


















Suzman	 (1996:	 100-101)	 suggests	 that	 shadow	 prefixes	 and	 overgeneralised	 prefixes	 are	 in	
“complementary	 distribution	 in	 languages	 whose	 noun	 class	 systems	 have	 different	 phonological	





strategies	 of	 acquisition.	 She	 posits	 that,	 because	 in	 isiZulu	 all	 singular	 prefixes	 are	 either	 i-	 or	 u-	
commencing,	children	learn	a	system	that	is	“superficially	more	transparent”	than	that	encountered	





as	 a	 shadow	 prefix,	 a	 partial	 prefix,	 or	 a	 place	 holder	 morpheme	 (Suzman,	 1996).	 She	 says	 that	





































noun	marking	should	be	present	when	subject	agreement	 is	marked,	because	 it	 is	generated	in	the	
lexicon	and	reflects	the	same	noun	class	that	dictates	the	subject	agreement”	(Gxilishe,	de	Villiers	and	
de	Villiers,	2007a:	116).	But,	since	noun	class	marking	is	an	inherent	feature	of	the	noun,	even	in	cases	




























Additionally,	Suzman	 (1991)	observes	children	using	 i-	as	an	alternative	 for	 the	 first	person	subject	
marker	ngi-	as	well	as	for	the	Cl.	1	subject	marker	u-.	Idiata	(2005)	notes	how	this	is	what	Criesels	(1991	
in	Idiata,	2005:	99)	calls	‘echoes’,	meaning	that	essentially	the	child	treats	subject	markers	as	pronouns	
rather	 than	agreement	markers	at	 the	stage	that	 this	overgeneralisation	occurs,	generalizing	highly	
salient	pronouns.	More	research	is	needed	regarding	whether	shadow-vowel	subject	markers	indicate	
overgeneralisation	 of	 classes	 or	 are	 simply	 morphological	 place	 holders	 (Demuth,	 2003).	 Demuth	
additionally	(1992)	notes	that	despite	subject	markers	being	well	formed	somewhat	before	the	age	of	


















also	 aged	 2;1)	 but	 drawing	 on	 her	 personal	 communication	 with	 Chimombo,	 who	 described	 child	
acquisition	of	Chichewa,	speculates	this	may	be	due	to	a	lack	in	phonological	ability	to	produce	distinct	
forms,	particularly	the	‘l’	sound	which	would	indicate	the	appropriate	Cl.	5	agreement	at	this	age.	This	
moreover	 seems	 to	 be	 the	 case	 as	 evidenced	 by	 the	 missing	 ‘l’	 not	 only	 on	 the	 demonstrative	






















Suzman	 (1991)	 notes	 that	 despite	 being	 infrequently	 used,	 adjective	 markers	 appear	 in	 their	
concordally-correct	 forms.	 She	 posits	 this	 infrequency	 could	 be	 because	 “naturalistic	 conversation	
about	 ongoing	 activities	 and/or	 familial	 situations	 were	 not	 discourse	 topics	 that	 encourage	
elaboration	 and	 description”	 (Suzman,	 1991:	 73).	 This	 corresponds	 to	 her	 later	 statement	 that	
agreements	produced	are	usually	a	direct	consequence	of	what	children	talk	about	(Suzman,	1999)	and	





















all	nouns	occur	perfectly	 formed	but	that	their	development	 is	stage-like	(as	described	 in	Table	2-1	












those	 of	 other	 classes.	Nonetheless,	 grammatical	 acquisition	 does	 appear	 to	 follow	more-or-less	 a	
similar	 trajectory	 across	 the	 studied	 Bantu	 languages.	 Gaps	 in	 the	 data	 on	 acquisition	 of	 certain	
grammatical	items	visibly	point	to	a	pressing	need	for	more	extensive	child-centred	research.		
	




whether	 it	 will	 simply	 add	 an	 additional	 voice	 to	 the	 uncertainty.	Whatever	 the	 case,	 the	 existing	
research	sheds	 important	 light	on	how	language	acquisition	occurs	 in	Bantu	 languages	and	strongly	
















This	 chapter	has	 considered	 the	 role	of	 various	environmental	and	 socio-demographic	 factors	on	a	
child’s	word	 learning	process,	 specifically	 through	 the	 lens	of	existing	 scholarship	on	adapted	CDIs.	
Common	insights	are	that	factors	such	as	maternal	education,	gender,	birth	order,	crèche	attendance,	
and	the	presence	of	multiple	secondary	and	sibling	caregivers	all	play	a	role	in	a	child’s	language	ability.	





























isiXhosa	CDI,	which	 falls	 under	 the	 international	project	 to	 adapt	 the	CDI	 into	 six	 Southern	African	









When	 a	 source	 instrument	 is	modified	 for	 use	 in	 a	 culture	 different	 from	 the	 one	 in	which	 it	was	
developed,	comprehensive	and	rigorous	procedures	are	required	that	statistically	test	the	validity	of	
the	 scores	 of	 the	 modified	 instrument	 within	 the	 new	 cultural	 context	 to	 ensure	 its	 structural	
equivalence	 to	 the	 source	 instrument	 (Byrne	 et	 al.,	 2009).	 The	 term	 ‘adaptation’	 refers	 to	 a	more	
advanced	approach	to	the	development	and	use	of	translated	instruments	(Byrne	et	al.,	2009:	96)	to	
avoid	 item	 and	 cultural	 bias	 and	 thus	 enhance	 structural	 equivalence.	 It	 is	 then	 necessary	 to	 re-
establish	norms	relative	to	the	new	culture	and	to	equate	them	with	the	original	version.	Given	that	
six	languages	are	being	adapted	as	part	of	the	larger	project,	it	is	necessary	for	all	language	teams	to	



















at	 two	 separate	week-long	workshops,	 as	well	 as	 at	 a	 one	 half-week	workshop,	 to	 collaborate	 on	
creating	 a	protocol	 for	 the	 adaptation.	 These	workshops	 also	 functioned	as	 interdisciplinary	 focus-
group	spaces	in	which	professionals	from	various	backgrounds	(including	speech	therapy,	psychology,	
linguistics,	 and	 African	 languages)	 could	 discuss	 and	 brainstorm	 the	 adaptation.	 The	 adaptation	 is	





The	 initial	workshops	played	an	 important	 role	 in	planning	 the	 focus	groups	and	 interviews,	which	
formed	part	of	the	pre-pilot.	The	pre-pilot	was	necessary	to	gauge	the	types	of	gestures,	words,	and	
sentences	that	isiXhosa-speaking	toddlers	use,	before	creating	a	list	that	could	be	piloted.	Moreover,	


















1.2),	 where	 isiXhosa	 is	 spoken	 by	 98.1%	 of	 the	 population	 (StatsSA,	 2011b)	 as	 well	 as	 the	 urban	
settlements	 of	 Vukuzenzele	 (bordering	 Gugulethu,	 Cape	 Town,	 a	 township	 in	 which	 89%	 of	 the	














Each	 set	 of	 recordings	 (urban	 and	 rural)	 were	 made	 at	 the	 home	 of	 one	 of	 the	 children,	 lasting	






















































































household	 items’,	 ‘Furniture	 and	 rooms’,	 ‘Outside	 things’,	 ‘Places	 to	 go’,	 ‘People’,	 ‘Routines	 and	







































example,	 she	 finds	 there	 is	 no	 correlation	 between	 a	 child’s	 age,	 nor	 with	 any	 measures	 from	
spontaneous	speech	recordings	for	verb	forms	such	as	the	passive,43	so	she	recommended	this	be	left	
off	the	Southern	Bantu	language	CDIs.	Dr	Alcock	additionally	recommended	that	questions	should	not	













44	 See	Demuth	 (1998)	 regarding	Sesotho-speaking	children’s	use	of	 the	applicative	 in	 the	2	 to	3-year-old	age	
group.	Morphology	of	the	applicative	acquisition	in	Sesotho	may	be	a	more	productive	field	of	study	due	to	the	
various	forms	in	which	it	is	realised	in	the	language	(very	few	allomorphs	of	the	applicative	occur	in	isiXhosa).	
This	being	said,	more	research	 is	needed	on	the	acquisition	of	the	applicative	 in	 isiXhosa	regarding	children’s	



























































































CDIs	and	 the	corresponding	 family	history	questionnaires	were	completed	by	 the	 isiXhosa	 research	
team46	 sitting	 together	with	participants.	The	 research	 team’s	 familiarity	with	 the	 form	meant	 that	
filling	it	out	themselves	allowed	the	approximately	two-and-a-half-hour	interview	process	to	be	slightly	
less	arduous	for	the	participants.	Participants	were	chosen	randomly	with	the	assistance	of	a	person	









































spreadsheet	 tables.	 Data	 were	 captured	 in	 this	 way	 by	 the	 same	 individual	 who	 transcribed	 the	
spontaneous	speech,	ensuring	familiarity	with	the	project	was	maintained.	The	captured	data	were	

























is	 reported	 to	 produce,	 divided	 by	 the	 total	 number	 of	 items	 on	 the	 CDI;	 converted	 to	







confirm	 that	 younger	 children	 within	 the	 toddler	 age	 cohort	 do	 not	 produce	 as	 many	
vocabulary	items	as	older	children	within	the	toddler	age	group	as	well	as	2)	to	obtain	cleaner	




















Maternal	 education	 is	 grouped	 into	 categories	 based	 on	 the	 level	 of	 schooling	 completed,	
closely	 following	 that	 used	 by	 Vogt,	 Mastin	 and	 Aussems	 (2015),	 namely:	 not	 completed	








This	variable	 is	perfectly	correlated	 to	whether	 the	child	was	born	early	 (i.e.	not	 full	 term).	
Hence	the	latter	is	not	included	as	an	explanatory	variable.	
6. Birth	order	






















































































































no	 jointly	 significant	 effect	 on	 vocabulary	 production	 (Wooldridge,	 200:	 142-143).	 Variables	 tested	
were	 ‘Ear	 problems’,	 ‘Number	 of	 adults	 in	 the	 home’,	 ‘Number	 of	 children	 in	 the	 home’,	 and	
‘Household	 income’.	The	null	hypothesis	 tested	 is	 that	all	should	have	0	coefficients.	The	F-statistic	
(1.60)	 is	not	statistically	significant	at	 the	5%	or	10%	 levels,	 thus	 it	 is	 to	be	concluded	that	 the	null	
hypothesis	cannot	be	rejected	at	the	5%	level.	I	thus	concluded	that	all	coefficients	should	be	jointly	0	
and	thus	the	variables	have	no	explanatory	power	in	the	model;	therefore,	‘Ear	problems’,	‘Number	of	






upper	 limit	of	 three	 in	 the	analysis.	The	effects	of	 ‘Number	of	adults	 in	 the	home’	and	 ‘Number	of	










Percentage_words_produced =	"#Child_Age_Mths + 	"$Gender + 	"%not_completed_sec + 
	"&completed_sec + 	"'tertiarty + 	"(Sibling_caregiver + 	")Twin + 	"*First_born + 














































































1.2.	 Often,	 synonyms	 appear	 twice,	 for	 example,	 -funa	 appears	 as	 a	 synonym	 for	 ‘find’,	





or	 more	 separate	 vocabulary	 items,	 when	 in	 fact	 they	 can	 only	 produce	 one.	 This	 is	 also	
extremely	 common	 with	 umama	 ‘mother’	 in	 the	 family	 section	 since	 isiXhosa-speaking	





























it	 appears	 as	 if	 instructions	 at	 the	 outset	 will	 need	 to	 be	 more	 extensive,	 especially	 noting	 the	
importance	of	category	distinctions.		
	
3.	 Many	 of	 the	 sounds	 effects	 and	 animal	 sounds	 were	 not	 understood	 as	 written,	 but	 when	
appropriately	 ‘acted/sounded	 out’	 then	 caregivers	 would	 understand.	 This	 points	 to	 the	 need	 to	
further	develop	this	category,	potentially	with	the	aid	of	pictures,	or	again,	via	improved	instructions	





used	 as	 the	 isiXhosa	 lexical	 item	 for	 ‘toilet	 paper’,	 which	 has	 a	 separate	 item	 on	 the	 CDI:	 itissue/	
itoyileth-paper.	This	may	also	cause	an	upward	bias	in	the	results.		
	





































relatively	 larger	 sample	 size	 from	 which	 to	 draw	 results	 as	 compared	 to	 similar	 Bantu	 language	
acquisition	 studies,	 especially	 regarding	 acquisition	 of	 certain	 grammatical	 structures,	 this	 study	 is	










such	 as	 this	 we	 do	 not	 fill	 in	 the	 production	 of	 phi?	 ourselves	 since	 it	 is	 not	 clear	 whether	 the	











the	 methodology	 (see	 Chapter	 3),	 which	 can	 affect	 variability	 in	 toddlers’	 vocabulary	 production	
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Percentage_words_produced =	"#Child_Age_Mths + 	"$Gender + 	"%not_completed_sec + 
	"&completed_sec + 	"'tertiarty + 	"(Sibling_caregiver + 	")Twin + 	"*First_born + 







































































































As	 suggested	 in	 prior	 literature,	 the	 results	 confirm	 that	 the	 presence	 of	 a	 sibling	 as	 a	 secondary	


















a	 slightly	more	 nuanced	 understanding,	 namely	 that	whilst	 having	 a	 sibling	 secondary	 caregiver	 is	
associated	 with	 lower	 vocabulary	 production,	 holding	 all	 else	 constant,	 the	 presence	 of	 multiple	






which	 is	more	 in	 line	with	 findings	 from	 Saudino	 et	 al.	 (1998)	 than	 Thorpe	 (2006),	who	 finds	mild	
language	delay.	Being	a	mother’s	first	child	is	associated	with	the	production	of	28.6	percentage	point	
















explaining	 the	negative	 coefficient	 on	number	 of	 siblings	 –	 although	 this	 does	 not	 account	 for	 the	
negative	 effect	 of	 being	 a	 firstborn.	 Alternatively,	 the	 effect	 of	 number	 of	 siblings	 could	 operate	












is	 the	 large	 and	 statistically	 significant	 (at	 the	 1%	 level,	 p<0.01)	 coefficient	 on	 crèche	 attendance.	
Holding	all	 else	 constant,	 crèche	attendance	 is	associated	with	a	36.8	percentage	point	 increase	 in	
vocabulary	production	on	average.	After	gender	(the	effect	of	which	is	shown	to	be	diminished	by	the	
age-gender	 interaction),	 the	 variable	 for	 crèche	 attendance	 has	 the	 largest	 effect	 on	 vocabulary	
production,	even	surpassing	the	evident	importance	of	maternal	education	(particularly	indicative	is	







It	 is	 evident	 that	 a	number	of	 socio-demographic	 and	environmental	 factors	play	 a	 role	 in	 shaping	
toddler’s	communicative	development	trajectories,	 in	the	form	of	vocabulary	known	and	produced.	
The	results	show	that,	for	the	rural	child,	the	most	important	of	these	factors	is	attendance	at	a	crèche.	





































































































commonly	 produced	 question	 word,	 produced	 by	 15	 out	 of	 20	 children.	 As	 mentioned	 in	




titles	 (as	 problematised	 in	methodological	 limitations,	 Section	 3.5).	 The	most	 commonly	 produced	
body	part	is	intloko	‘head’,	said	by	17	children,	and	the	most	common	routine	is	saying	bhayibhayi	‘bye	
bye’.	Bhayibhayi	also	frequently	appears	in	the	spontaneous	speech	sample,	corroborating	this	trend.	




Section	5.1.3,	but	nonetheless	the	findings	presented	here	 largely	tie	 in	with	commentary	by	 Idiata	


















During	 the	 pre-pilot	 data	 collection,	 we	 would	 try	 to	 think	 up	 activities	 for	 the	 children	 to	 do	 to	















	 drowa		 zoba	 bhala	
















however,	 I	observed	a	shift	to	umntwana	 ‘child’	and	ubhabha	 ‘baby’	as	synonyms	for	usana.	 In	the	
group	of	boys’	spontaneous	speech,	this	is	the	only	word	that	they	used	to	refer	to	a	baby.	The	group	




‘child’	 (with	 options	 umntwana,	 umntana,	 umntanam)	 and	 when	 we	 asked	 for	 umntwana	 with	





	 usana		 umntwana	 ubhabha	 unana	 umntana	
Frequency	 3	 2	 2	 7	 10	
	
It	 thus	appears	 that	usana	 is	no	 longer	a	 stable	 lexical	 item	 for	 ‘baby’,	or	 it	may	simply	not	yet	be	
acquired	by	children	of	this	age	group.	These	present	mildly	contradictory	results	to	what	is	observed	




Gowlett	 and	 Dowling	 (2015)	 state	 how	 the	 production	 of	 lwV	 sequences	 is	 problematic	 in	 early-






















this	 is	 perhaps	 specific	 to	 Sesotho	 only	 is	 not	 for	me	 to	 ascertain,	 suffice	 to	 say	 this	 utterance	 is	




Another	 phenomenon	 encountered	 during	 pre-pilot	 research	 is	 that	 children	 seem	 to	 know	 some	





school	etc.)	 and	 thus	 the	 child	 is	 likely	 to	hear	 these	 forms	often.	 It	 is	unlikely	 that	 they	make	 the	
distinction	between	two	separate	lexical	items	for	‘school’	and	‘to/at/from/in	school’	at	this	stage,	with	
the	 locative	 form	most	 likely	 existing	 as	 the	 complete	 lexical	 item	 for	 ‘school’	 as	well.	 This	 is	 also	
evidenced	by	words	like	endlini	‘in	the	house’	and	eteksini	‘in	the	taxi’,	which	are	reported	not	only	in	
spontaneous	speech	but	by	parents	and	caregivers	 in	 interviews	too.	 It	does	appear,	however,	as	 if	














locative	 form	of	 ‘school’,	 ‘house’,	 ‘sofa’,	 ‘car’,	and	 ‘work’	on	the	CDI	section	 ‘Places	you	can	go	to’,	
together	with	the	nouns	in	non-locative	form	(see	Table	5-4).	Emsebenzini	‘to	work’	does	not	appear	




	 isikolo/esikolweni		 indlu/endlini	 umsebenzi/emsebenzini	 isofa/esofeni	 imoto/emotweni	




there	 is	 an	 even	 split	 between	 ‘work’	 and	 ‘to	work’.	 Interestingly,	 ‘sofa’	 is	 never	 produced	 in	 the	
locative,	but	 this	 lexical	 item	 is	not	one	 that	 these	 rural	 toddlers	appear	 to	be	 familiar	with,	which	
makes	sense	given	the	type	of	seating	in	rural	dwellings.	The	frequencies	of	these	different	lexical	items	










as	 tafileni).	 This	 child	 exhibits	 personal	 variation	 in	 his	 locative	 use,	 not	 producing	 esofeni	 but	
proficiently	producing	esikolweni,	endlini,	and	emsebenzini.	Another	girl	aged	1;10	is	reported	to	know	






















avail	 itself	 in	 the	 pre-pilot	 data.	What	 is	 also	 interesting	 is	 that	 in	 the	mispronunciations	 of	 these	
locatives,	 liquids	 often	 appear	 as	 glides.	 This	 phonological	 under-specification	 was	 noted	 in	 the	
literature	review	when	Demuth	(1988)	notes	an	overgeneralisation	of	a	Cl.	9	demonstrative	for	a	Cl.	5	
noun	 (child	 also	 aged	 2;1),	 and	 drawing	 on	 her	 personal	 communication	 with	 Chimombo,	 who	
describes	child	acquisition	of	Chichewa,	she	speculates	this	may	be	due	to	a	lack	in	phonological	ability	
to	produce	distinct	forms,	particularly	the	‘l’,	as	corroborated	by	Maphalala	(2012).	This	is	discussed	in	
further	 detail	 in	 Section	 5.2	when	 considering	 grammar,	 however,	 these	 findings	 stand	 to	 support	




the	 influence	 of	 input	 speech	 in	 children’s	 acquisition,	 supporting	 the	 imitation	 sub-theory	 of	
behaviourism,	that	states	that	children’s	speech	is	driven	by	imitation	of	the	language	stimulus	in	their	
environment,	and	they	listen	to	and	repeat	what	they	hear.	This	also	corresponds	to	Harris,	Golinkoff	
and	Hirsh-Pasek’s	 (2011)	 first	principal	of	word	 learning,	namely	that	children	 learn	the	words	they	
hear	most	frequently.	It	is	also	not	unusual	for	young	first-language	speakers	(or	even	adults	for	that	

















categories	 (in	 particular	with	 reference	 to	 labelling	 how	we	 talk	 about	 space)	 that	were	not	 easily	
translatable	into	isiXhosa.	Levinson	and	Wilkins	(2006:	1)	deftly	capture	this	sentiment:	
Where	we	have	linguistic	universals,	the	correlation	may	be	presumed	to	be	driven	by	cognitive	

































This	 ontological	 observation	 regarding	 framing	 led	me	 to	 consider	 the	 issue	 of	what	 constitutes	 a	
‘word’	in	isiXhosa,	as	the	CDI	is	essentially	a	list	of	words.	In	1935,	Clement	Doke,	in	his	seminal	Bantu	









structures	 of	 the	 two	 languages.	 For	 example,	ndiyamthanda	 ‘I	 love	 him/her’	 (I-him/her-love)	 is	 a	
complete	 isiXhosa	sentence	with	 five	different	morphemes	 indicating	person,	object,	pronoun,	and	
tense	but	could	be	considered	to	be	equivalent	to	one	word	in	English.		
	
In	 a	 CDI	 originally	 developed	 for	 English	 speakers,	 some	 ‘words’	 translated	 in	 Bantu	 by	 verbal	
















ones	 −	 for	 example,	 qhwaba	 meaning	 ‘slap’	 and	 ‘clap’,	 while	 suka	 appeared	 three	 times	 in	 my	
unpiloted,	initial	inventory	with	three	different	meanings:	‘careful’,	‘come	from’,	and	‘go	away’.59	This	
polysemic	tendency	in	isiXhosa	lexical	items	chosen	for	a	particular	list	may	have	the	effect	of	making	
children	 look	 as	 if	 they	 know	 less,	whereas	 they	 know	different	meanings	 for	 a	 particular	word	 in	
different	contexts.	IsiXhosa-speaking	children	do	not	distinguish	between	‘chicken’	and	‘hen’	but	do	









to	both	 fingers	and	toes.	 Instances	 in	which	unyawo	 ‘foot’	 is	used	 for	both	 ‘foot’	and	 ‘leg’	are	also	


























(e.g.	 ‘Hoover’	 to	 refer	 to	 any	 vacuum	 cleaner),	 it	 is	 a	 growing	 phenomenon	 in	 Bantu	 languages.	
Koopman	(1999:	43)	gives	the	following	isiZulu61	examples:	
ushekazi	 (‘plastic	 shopping	 bag’	 <	 Checkers	 supermarket	 chain;	 cf.	 isiXhosa	 itshekasi	 and	
N.Sotho	 tšhêkase),	 isikibha	 (‘casual	 open-necked	 shirt’,	 ‘T-shirt’	 <	 Skipper	 Shirt	 Factory,	 in	
Durban),	and	i-okapi	(‘knife	with	folding	blade’	<	Okapi	Knife	Manufacturers).		







Semantic	 overextension	 is	 the	 tendency	 of	 children	 in	 the	 early	 stages	 of	 their	 development	 to	











vehicles	 as	 imoto	 ‘car’	 or	 all	 flying	 bugs	 as	 irhorho.	 Whilst	 polysemy,	 synecdoche,	 and	 category	





The	 research	 that	 I	 conducted	 in	 monolingual	 homes	 and	 crèches	 in	 both	 rural	 and	 urban	 areas	





























In	 both	 rural	 and	urban	 areas	 there	 is	 a	 lack	of	 household	plumbing:	 quite	often	 toilets	 are	 found	
outside,	and	water	frequently	has	to	be	fetched	from	a	river	or	communal	tap.	Bath	time	is	not	a	time	


























and	use	whatever	 they	 can	 find	as	 toys.	 Traditional	healers	 sometimes	allow	children	 to	play	 their	
drums,	 while	 at	 traditional	 ceremonies	 they	 dance	 and	 clap	 and	 take	 part	 in	 the	 general	 adult	
festivities.	People	in	rural	areas	do	not	picnic,	nor	do	they	go	to	the	zoo	or	circus.	In	urban	areas	some	















Eventually	 the	 caregivers	 started	 laughing.	 “That’s	 toilet	 paper!	 Tissue?	 Tissue!	 My	 goodness!	
Sometimes	we	can’t	even	afford	toilet	paper,	and	you	expect	us	to	have	tissues!”	In	the	Oxford	English-
Xhosa	Dictionary	 (Fischer	et	 al.,	 2010:	668),	 ‘tissue	paper’	 is	 glossed	as	 iphepha	eliyacuyacu	 ‘paper	
which	 is	 flimsy’.	 A	 woman	 in	 her	 sixties	 asked	 us	 if	 we	 were	 not	 possibly	 referring	 to	 itshefu	



































for	 a	 small	 child	 to	 know.	 This	 demonstrates	 the	 problem:	 that	 the	 items	 occurring	 in	 an	 English-
speaking	 child’s	 world	 are	 considered	 ‘standard’,	 while	 those	 in	 the	 isiXhosa-speaking	 child’s	







































able	 to	 imitate	 adults	 they	 knew.	 She	 argues	 that	 while	 this	 is	 not	 ‘mainstream’	 learning,	 it	 is	
nevertheless	a	demonstration	by	children	of	knowledge	about	oral	 language	and	how	it	operates	in	















that	 isiXhosa	 toddlers	 favour	 sounds	 and	 action	 words	 in	 their	 early	 lexicons,	 echoing	 universal	
literature	on	 this	 subject.	 	 I	 specifically	 find	 lexical	 shifts	occurring	 for	 the	English	words	 ‘draw’	 (to	
bhala)	and	‘baby’	to	(umntana	or	unana)	and	a	host	of	evidence	that	certain	nouns	are	produced	only	
in	 their	 locative	 form.	The	section	on	 linguistic	and	ontological	 considerations	compels	adaptors	 to	
recognise	 nuances	 in	 the	 target	 language.	 These	 constitute	 considerations	 regarding	 linguistic	






children’s	 communicative	 development.	 It	 is	 imperative	 for	 adaptors	 and	 speech	 and	 language	
pathologists	to	be	able	to	notice	that	the	use	of	nouns	in	locative	form	is	not	necessarily	indicative	of	












There	 is	 danger	 in	 the	 perpetuation	 of	 one	 standard	 to	 represent	 a	 linguistically	 diverse	 people	
(Mathiesen,	2000),	and	as	such	the	insights	afforded	by	this	research	and	results	of	this	section,	bring	
to	mind	the	observations	of	Westley,	Zimmerman	and	Patton	(2007:	7)	on	complexity	science:	in	order	
to	understand	social	 innovation	we	need	to	see	the	world	and	our	work	 in	all	 their	complexity	and	
strive	to	comprehend	the	relationships	among	all	the	elements	involved	in	that	complexity.		
Traditional	methods	 of	 seeing	 the	world	 compare	 its	workings	 to	 a	machine.	 …	 By	 using	 a	





work.	 Complexity	 science	 embraces	 life	 as	 it	 is:	 unpredictable,	 emergent,	 evolving	 and	
adaptable	–	not	the	least	bit	machine-like	(Westley,	Zimmerman	and	Patton,	2007:7).		
In	our	pursuit	of	exactitude,	we	“are	drawn	to	…	one-size-fits-all	 remedies	and	measurable	results”	






Table	 2-1	 of	 Section	 2.4.3.	 For	 the	 discussion	 that	 follows,	 it	 is	 important	 to	 recall	 the	 following	
distribution	of	ages	by	gender	(see	Table	5-5),	since,	as	suggested	by	the	literature	(e.g.	Simonsen	et	
al.,	2013),	 it	 is	 likely	 that	 females	may	be	developmentally	slightly	ahead	of	boys.	For	 instance,	 the	



































































The	 first	 nine	 questions	 from	 Section	 B	 of	 the	 grammar	 section	 (see	 Appendix	 G)	 explore	 NPx	
production	in	slightly	more	detail.	They	consider	the	production	of	NPx	by	class	and	include	a	three-




Table	5-7	below	shows	that	 for	Cl.	1,	nine	children	do	not	produce	any	prefix,	which	 is	 in	 line	with	
findings	 above	 from	 the	 initial	 NPx	 question	 posed.	 Six	 children	 are	 reported	 to	 produce	 shadow	
prefixes	for	Cl.	1,	which	is	in	the	form	of	the	nasal	-m.	Only	five	children	in	the	toddler	cohort	produce	
the	 full	 NPx	 for	 Cl.	 1.	 These	 results	 suggest	 that	 caregivers	 who	 answered	 ‘yes’	 to	 the	 initial	 NPx	



























Age	(months)	 fazi	 mfazi	 umfazi	
17	[1;5]	 1	 2	 0	
18	[1;6]	 2	 0	 0	
21	[1;9]	 0	 2	 0	
22	[1;10]	 1	 0	 1	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 1	 0	 0	
27	[2;3]	 0	 1	 0	
28	[2;4]	 1	 1	 0	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 0	 2	










































Age	(months)	 ntwana	 bantwana	 abantwana	
17	[1;5]	 3	 0	 0	
18	[1;6]	 2	 0	 0	
21	[1;9]	 2	 0	 0	
22	[1;10]	 1	 1	 0	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 1	 0	 0	
27	[2;3]	 1	 0	 0	
28	[2;4]	 1	 1	 0	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 0	 2	
































since	it	 is	 likely	that	there	is	a	 low	frequency	of	Cl.	3	nouns	in	children’s	speech	(Suzman,	1991	and	

















Age	(months)	 lenze	 mlenze	 umlenze	
	17	[1;5]	 2	 1	 0	
18	[1;6]	 2	 0	 0	
21	[1;9]	 0	 2	 0	
22	[1;10]	 2	 0	 0	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 0	 1	 0	
27	[2;3]	 1	 0	 0	
28	[2;4]	 1	 1	 0	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 0	 2	


























Age	(months)	 thi	 mithi	 imithi	
17	[1;5]	 2	 0	 1	
18	[1;6]	 1	 1	 0	
21	[1;9]	 0	 2	 0	
22	[1;10]	 0	 2	 0	
23	[1;11]	 1	 0	 1	
24	[2;0]	 0	 1	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 0	 1	 0	
27	[2;3]	 1	 0	 0	
28	[2;4]	 0	 2	 0	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 0	 2	
































Age	(months)	 so	 liso	 iliso	
17	[1;5]	 2	 0	 1	
18	[1;6]	 1	 1	 0	
21	[1;9]	 0	 2	 0	
22	[1;10]	 0	 1	 1	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 0	 1	 0	
26	[2;2]	 0	 1	 0	
27	[2;3]	 1	 0	 0	
28	[2;4]	 0	 1	 1	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 0	 2	































Age	(months)	 gqabi	 magqabi	 amagqabi	
17	[1;5]	 3	 0	 0	
18	[1;6]	 2	 0	 0	
21	[1;9]	 2	 0	 0	
22	[1;10]	 2	 0	 0	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 1	 0	 0	
27	[2;3]	 1	 0	 0	
28	[2;4]	 0	 1	 1	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 0	 2	

















Age	(months)	 tulo	 situlo	 isitulo	
17	[1;5]	 3	 0	 0	
18	[1;6]	 2	 0	 0	
21	[1;9]	 0	 2	 0	
22	[1;10]	 1	 0	 1	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 1	 0	 0	
27	[2;3]	 1	 0	 0	
28	[2;4]	 1	 0	 1	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 0	 2	
















not	 all	 children	 in	 the	 toddler	 age	 group	 have	 acquired	 it.	 Moreover,	 there	 is	 evidence	 in	 the	
spontaneous	speech	data	of	a	boy	as	old	as	3	omitting	the	NPx	on	imoto	‘car’,	suggesting	that	it	may	
































Age	(months)	 nja	 zinja	 izinja	
17	[1;5]	 3	 0	 0	
18	[1;6]	 2	 0	 0	
21	[1;9]	 2	 0	 0	
22	[1;10]	 2	 0	 0	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 1	 0	 0	
27	[2;3]	 1	 0	 0	
28	[2;4]	 1	 1	 0	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 0	 2	















































Although,	 as	mentioned	under	 Section	 5.2.1.5	 on	Cl.	 5,	 it	may	 be	 that	 the	 children	 are	 in	 fact	 not	
producing	the	copulative	at	all,	and	is	simply	producing	a	glide	‘y’	instead	of	a	liquid	‘l’	in	a	phonological	
under-specification	of	a	partial	NPx	form.	The	overgeneralisation	of	the	Cl.	9	copulative	is	also	found	



































and	11	do	not.	 This	 can	 largely	be	understood	as	 the	production	of	 the	Cl.	 9	 copulative,	 since	 it	 is	
unlikely	that	caregivers	extended	the	question	across	all	classes	since	no	other	examples	were	given.	
Yi-	 is	 also	 the	 copulative	 for	 Cl.	 4,	 so	 one	 may	 be	 inclined	 to	 infer	 that	 if	 the	 copulative	 is	 used	



























Regarding	 the	 third	question	 (3),	 14	 children	use	 the	Cl.	 9	 agreement	on	Cl.	 5	nouns.	 It	 is	 unclear,	
however,	to	what	extent	this	is	evidence	of	an	overgeneralisation	of	Cl.	9	agreement	or	an	inability	to	
produce	 the	 ‘l’	 sound.	 If	 children	 are	 not	 overgeneralising	 but	 underspecifying,	 with	 the	 initial	
consonant	surfacing	as	a	glide,	 ‘y’,	 this	would	 in	 fact	 indicate	the	appropriate	Cl.	5	agreement.	This	
phonological	under-specification	is	backed	up	by	evidence	from	spontaneous	speech	in	which	the	girl	
aged	 3;9	 produced	mabeye	 instead	 of	ngamabele	 ‘they	 are	 breasts’	 and	 the	mispronunciations	 of	




























































This	 question	 allows	 for	 a	more	 refined	 assessment	 of	when	 the	 subject	marker	 itself	 appears,	 as	
opposed	to	jointly	with	the	present	tense	disjunctive	marker,	-ya-,	as	in	Table	5-17.	The	frequencies	of	
each	 type	 (see	 Table	 5-18)	 indicate	 that	 caregivers	 probably	 responded	 ‘yes’	 to	 the	 question	
represented	 in	 Table	 5-17,	 because	 they	 had	 heard	 their	 child	 producing	 -ya-	 and	 not	 the	 subject	
marker,	per	se.	Nonetheless,	there	are	still	four	children	who	are	reported	to	be	able	to	produce	the	




















It	 should	be	 recalled	 that	Suzman	 (1991)	notes	an	overgeneralisation	of	a-	as	a	cover	 term	subject	
marker	and	suggests	that	this	could	be	a	contraction	of	the	present	tense	disjunctive	form	-ya-.	Demuth	






Age	(months)	 hamba	 yahamba	 uyahamba	
17	[1;5]	 3	 0	 0	
18	[1;6]	 2	 0	 0	
21	[1;9]	 2	 0	 0	
22	[1;10]	 1	 1	 0	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 0	 1	 0	
27	[2;3]	 0	 1	 0	
28	[2;4]	 0	 2	 0	
29	[2;5]	 1	 0	 0	
30	[2;6]	 2	 0	 0	





















































As	 already	mentioned,	 some	discussion	 on	 subject	markers	will	 feed	 into	 this	 section,	 since	 errors	
observed	 take	 the	 form	 -ya-	+	OM	+	 verb	 (with	 the	 subject	marker	missing),	 suggesting	 an	 earlier	
emergence	of	object	markers	relative	to	fully	formed	subject	markers.		
	













































































The	answers	 to	 the	 first	question	posed	suggest	 that	present	 tense	agreement	and	subject	marker	
agreement	usage	with	object	markers	is	largely	correlated	to	increasing	age	(see	Table	5-19).	Although	
as	 discussed	 in	 the	 subject	markers	 section,	 it	 is	 unclear	 the	 extent	 to	which	 caregivers	 accurately	
report	 their	 child’s	 ability	 to	 produce	 this	 form	 when	 no	 option	 for	 shadow	 marking	 is	 given.	





































































































to	produce,	 for	example,	 ‘my’	 is	asked	with	synonyms	 to	capture	different	agreement	with	various	







my	 your	(s)	 your	(pl)	 their	 our	


















according	 to	 Suzman	 (1991),	 children	 may	 start	 off	 with	 a	 binary	 understanding	 of	 noun	 classes,	

























‘your	(s)’,	with	even	fewer	using	 la-.	 In	contrast,	 though,	 la-	 is	 the	most	commonly	used	possessive	
marker	with	the	stem	-bo	 ‘their’.	 In	spite	of	this	yabo	and	wabo	follow	the	same	trend	as	 ‘my’	and	
‘your’,	with	ya-	being	more	 frequently	used	 than	wa-	on	 the	possessive	stem	 -bo.	This	observation	








Yakho	 is	 first	 reported	 at	 a	 later	 age	 than	 yam,	at	 1;9,	 but	 similarly	 produced	 by	 the	 eldest	 three	
children.	Wakho	appears	at	the	same	age	yakho	although	the	third	oldest	at	2;5	does	not	produce	this	
form.	Lakho	also	appears	at	1;9	and	is	not	reported	to	be	produced	by	the	eldest	two	at	2;6.	Children	
do	 not	 produce	 lakho	 without	 also	 producing	 yakho.	 An	 alternative	 hypothesis	 for	 the	 higher	





































of	 the	 NPx	 –	 compare:	 my	 ball	 (my	 =	 possessive)	 to	 mine	 (possessive	 pronoun).	 Despite	 being	 a	
morphologically	more	complex	form	than	possessives,	possessive	pronouns	are	nonetheless	asked	as	
a	single	 lexical	 item	on	the	CDI	since	they	correspond	to	a	single	 lexical	 item	in	English.	Thus	 in	the	







mine	 yours	 his/hers	 ours	
17	 14	 6	 2	
	










































The	higher	 frequency	of	elam	compared	 to	owam,	and	elakho	compared	 to	owakho	 in	Table	5-26,	
although	marginal,	may	suggest	that	the	rule	for	creating	possessive	pronouns	is	more	easily	acquired	





The	 isiXhosa	 equivalent	 of	 ‘mine’	 is	 produced	 by	 children	 from	 age	 1;5.	 All	 three	 forms	 seemingly	
appear	at	this	age.	‘Yours’,	in	the	form	of	eyakho,	first	appears	at	1;6	and	is	consistently	used	by	all	
children	older	 than	2.	Elakho	 is	 only	produced	by	 the	eldest	 three	 children	 (aged	2;5	and	2;6)	 and	
owakho	is	only	produced	by	the	third	eldest	child	aged	2;5.	This	provides	strong	evidence	for	the	later	
acquisition	of	agreement	other	than	Cl.	9	on	possessive	pronouns	when	the	second	person	singular	is	
eyam	 owam	 elam	 eyakho		 owakho	 elakho	 eyakhe	 owakhe	 elakhe	 eyethu	 owethu	 elethu	










The	 fact	 that	Table	5-26	 shows	eyakhe	 is	 the	only	 form	produced	of	 those	given	 for	 ‘his/hers’	 and	
eyethu	 is	 the	only	 form	of	 those	given	 for	 ‘ours’	once	again	 serves	 to	 confirm	 the	 salience	of	Cl.	 9	
agreement	in	children’s	speech	(spontaneous	speech	frequencies	suggest	that	it	is	unlikely	to	be	Cl.	4).	
Despite	not	seeming	to	be	a	potential	reason	for	the	high	frequency	of	Cl.	9	agreement	relative	to	Cl.	
5	 agreement	 with	 possessives,	 the	 same	 pattern	 observed	 here,	 however,	 nonetheless	 begs	 the	
question	as	to	whether	an	under	specification	of	the	‘l’	sound	may	be	the	case	for	possessive	pronouns	
when	a	vowel	sound	(e)	now	occurs	before	the	consonant	(l).	Spontaneous	speech	data	cancels	out	


































































produce	the	partial	 form,	the	youngest	 is	1;9	and	the	eldest	2;6.	This	suggests	 that	 throughout	the	
toddler	age	cohort,	the	full	form	of	the	preposition	is	not	yet	acquired,	pointing	to	the	fact	that	it	must	




given	 for	 phandle	 and	 phandle	 kwa-,	 depending	 on	 which	 fitted	 the	 English	 translation	 more	
appropriately.	The	findings	of	this	‘Words’	section	corroborate	those	of	the	grammar	section,	in	that	









Demonstratives	denote	 ‘this/these’	 (1DEM)	 ‘that/those’	 (2DEM),	and	 ‘over	there’	 (3DEM).	They	are	
asked	in	the	‘Words’	section	of	the	CDI.	Table	5-27	below	shows	the	number	of	children	in	the	toddler	
cohort	who	could	produce	the	first,	second	and	third	position	of	the	demonstratives	respectively,	with	



































9	 9	 3	 10	 4	 3	 5	 5	
	
Table	5-28	shows	that	within	first	position	demonstratives,	the	demonstrative	for	Cls	1	and	1a	are	most	


















first	 be	 acquired	 around	 the	 age	 of	 1;5.	 This	 is	 significantly	 younger	 than	 reported	 in	 the	 existing	
literature.	However,	the	next	child	who	can	produce	a	fist	position	demonstrative	is	4	months	older	















months	 older	 at	 age	 1;10.	 Interestingly,	 there	 are	 no	 children	 who	 produce	 the	 second	 position	
demonstrative	without	 producing	 the	 first	 position.	 The	 eldest	 three	 once	 again	 also	 produce	 the	
second	position,	but	are	not	able	to	produce	both	forms	(loo	and	ezo).	Whilst	this	might	suggest	that	





































































nantsi	 nanku	 nantsiya	 nanko	














results	 suggest	 that	 children	 in	 this	 age	 cohort	 are	 still	 in	 the	 process	 of	 acquiring	 productive	
presentative	 use,	 although	 it	 is	 unlikely	 that	 this	 first	 position	 presentative	 is	 acquired	 before	 1;9.	
Nantsiya	emerges	at	1;5,	but	the	eldest	two	children	at	2;6	are	reported	not	to	produce	this.	Nanko	








nantsi	 nanku	 nantsiya	 nanko	



























was	 commonly	 observed	during	 our	 spontaneous	 speech	data	 collection.	Often,	we	would	 ask	 the	
mother	 to	 repeat	 what	 their	 child	 had	 said,	 and	 in	 certain	 instances	 mothers	 would	 respond	
sukuhamba	 ‘don’t	go’	when	we	could	very	clearly	hear	the	child	only	producing	hamba	as	 it	played	
with	its	mates	and	begged	a	brother	not	to	go.	Not	only	does	this	provide	interesting	evidence	with	
regard	 to	 child	acquisition	of	Bantu	grammar	 (specifically	 regarding	 tone),	but	 it	 also	 suggests	 that	
parents	and	caregivers	are	in	tune	with	the	language	produced	by	their	children.	Possible	reporting	
issues	described	in	previous	sections	thus	may	be	more	to	do	with	ability	to	recall	certain	forms,	than	






six	 do.	 The	 eldest	 three	 children	 (2;5	 and	 2;6)	 are	 able	 to	 produce	 the	 full	 form,	 suggesting	 later	
acquisition	of	this	form,	however,	three	children	aged	1;9	and	1;10	are	also	able	to	do	this.	It	may	be	
that	 these	 three	children	are	outliers	or	 that	 their	caregivers	misinterpreted	the	 instruction	“which	
sounds	most	like	your	child’s	speech	now”	and	reported	what	they	attempt	to	say.	If	this	is	indeed	the	
case,	then	these	results	exactly	mirror	those	of	Chimombo	and	Mtenje	(1989)	 in	Chichewa.	If	these	
younger	 children	 can	 indeed	 produce	 these	 forms,	 then	 this	 is	 suggestive	 of	 earlier	 acquisition	 of	
negative	imperatives	in	isiXhosa,	especially	since	the	previous	discussions	of	grammar	items	has	not	








































































Age	(months)	 khabi	 khabile	 ndikhabile	
17	[1;5]	 3	 0	 0	
18	[1;6]	 1	 1	 0	
21	[1;9]	 0	 2	 0	
22	[1;10]	 1	 1	 0	
23	[1;11]	 1	 1	 0	
24	[2;0]	 0	 1	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 0	 1	 0	
27	[2;3]	 0	 1	 0	
28	[2;4]	 1	 0	 1	
29	[2;5]	 0	 0	 1	
30	[2;6]	 0	 1	 1	




very	 incomplete	 form	 produced	 by	 the	 child.	 Upon	 further	 analysis,	 she	 is	 once	 again	 the	 most	
educated	mother,	so	it	is	not	likely	that	misreporting	is	due	to	low	maternal	education	in	this	instance.	





produces	 the	 perfect	 tense	 suffix	 only,	 option	 (b),	 -khabile	 (e.g.	 the	 child	 aged	 2;3),	 whilst	 others	
reported	‘no’	if	their	child	is	not	producing	the	complete	full	form,	which	includes	subject	marking	(e.g.	
the	 children	aged	1;11	–	 compare	 tables	 5-32	and	5-33).	 It	 thus	 appears	 that	 children	may	 indeed	
attempt	to	use	this	form	as	early	as	1;5,	although	in	a	very	incomplete	way	(e.g.	khabi),	and	the	full	
form	of	the	suffix,	 ile-,	 is	 likely	to	emerge	around	the	age	of	1;6.	The	perfect	tense,	 in	a	completely	









































Age	(months)	 hlala	apha	 wohlala	apaha	 ndizohlala	apha	
17	[1;5]	 3	 0	 0	
18	[1;6]	 2	 0	 0	
21	[1;9]	 0	 0	 2	
22	[1;10]	 2	 0	 0	
23	[1;11]	 1	 0	 1	
24	[2;0]	 1	 0	 0	
25	[2;1]	 1	 0	 0	
26	[2;2]	 0	 1	 0	
27	[2;3]	 1	 0	 0	
28	[2;4]	 2	 0	 0	
29	[2;5]	 0	 0	 1	
30	[2;6]	 2	 0	 0	











The	 only	 mood	 tested	 on	 the	 CDI	 and	 noted	 as	 containing	 errors	 in	 spontaneous	 speech	 is	 the	
subjunctive	mood.	The	spontaneous	speech	sample	shows	three	instances	in	which	the	subjunctive	is	





phandle	 ‘we	must	 play	 outside’	 (all	 instances	 by	 a	 boy	 aged	 2	who	made	 the	 tense	 and	 negation	












The	 CDI	 has	 one	 question	 on	 the	 subjunctive	 mood.	 The	 CDI	 question	 considers	 whether	 the	
subjunctive	 is	produced	when	 it	should	be.	 It	 is	modelled	off	 the	form	in	which	the	majority	of	 the	
spontaneous	speech	errors	occurred,	namely:	subject	marker	present	but	subjunctive	missing.	The	CDI	
data	 shows	 that	18	of	 the	20	 children	do	not	produce	 the	 subjunctive	 form.	 Interestingly,	 the	 two	
children	 that	 produce	 it	 appropriately	 are	 relatively	 young,	 aged	 1;5	 and	 1;11.	 Since	 spontaneous	
speech	 shows	 appropriate	 usage	 of	 the	 subjunctive,	 albeit	 without	 subject	marking,	 by	 a	 similarly	
young	child	 (aged	2)	one	cannot	necessarily	attribute	these	observations	to	reporting	errors.	These	
findings	 suggest	 that	 for	 some	 children	 subjunctive	 use	may	 appear	 early,	 but	 for	 the	majority	 of	
children	acquisition	seems	 likely	to	occur	sometime	after	the	age	of	2;6	 (the	upper	 limit	of	 the	CDI	





















grammatical	 acquisition,	 and	 it	 facilitates	 comparison	 between	 ages	 of	 acquisition	 in	 Bantu	 from	
existing	literature	and	ages	of	acquisition	found	in	this	study.	Table	5-35	is	created	from	a	replication	
and	simplification	of	Table	2-1	(Acquisition	of	relevant	grammatical	items	in	Bantu	languages)	with	the	
addition	 of	 a	 column	 ‘Age	 of	 acquisition	 (this	 study)’.	 This	 column	 gives	 the	 age	 at	 which	 each	
grammatical	item	first	appears	in	the	data	(unless	there	is	also	evidence	regarding	when	acquisition	is	
complete),	with	the	aim	of	simplifying	comparisons.	It	must	be	cautioned,	however,	that	this	is	not	a	
comprehensive	overview	and	the	discussion	on	each	 item	 in	the	sections	above	 includes	 important	




































































































































































































of	 the	 recognition	 format	 for	 assessing	 grammatical…development”	 (Fenson	 et	 al.,	 1994:	 110)	 and	
underlines	the	fact	that	despite	their	misgivings	about	caregivers	reporting	accuracy,	their	reservations	
are	in	fact	likely	to	be	unfounded.	This	suggests	that	despite	a	potential	degree	of	overstated	ability,	





the	NPx	 yet,	 however,	 the	 presence	of	 partial	 and	 full	 forms	 suggests	 that	 acquisition	 has	 at	 least	
started	 for	 this	 cohort.	NPx	are	not	acquired	 for	 all	 noun	 classes	by	 the	upper	 limit	of	 this	 cohort,	
although	 for	 the	 handful	 of	 children	 at	 the	 towards	 the	 upper	 age	 limit	 this	 process	 is	 steadily	
underway.	Spontaneous	speech	data	does	importantly	highlight,	though,	that	NPx	acquisition	for	all	























Findings	 from	 the	 section	 on	 NPx	 (5.2.1)	 do,	 however,	 appear	 to	 generally	 support	 agreement	





moreover	 this	 confusion	 occurs	 in	 both	 directions.	 This	 supports	 the	 hypothesis	 that	 it	 is	 not	
overgeneralisation	 that	 makes	 the	 copulative	 ‘yi-‘	 appear	 on	 Cl.	 5	 nouns	 but	 rather	 ill-formed	


























The	 results	 in	Chapter	4	 in	particular	 show	that	age	and	production	of	words	positively	exhibit	 the	
expected	correlation	in	my	data.	Crèche	attendance	and	maternal	education	level	(especially	tertiary	
education	 level)	 both	 account	 for	 practically	 and	 statistically	 significant	 levels	 of	 higher	 word	
production.	This	points	to	strong	positive	externalities	which	would	arise	from	improving	the	access	to	











These	 findings	 thus	 support	 the	 theory	 of	 linguistic	 determinants	 as	 a	 driver	 of	 child	 language	
acquisition	processes,	 since	despite	 the	grammatical	 similarity	of	Bantu	 languages,	 certain	 forms	 in	
isiXhosa	emerge	earlier	than	in	other	Bantu	languages.		
	
Section	3.5	on	methodological	 limitations	distinctly	highlights	 the	methodological	 complexities	 that	










on	 two	 or	more	 lines	 (as	 a	 synonym	 for	 separate	 lexical	 items	 in	 English),	 as	 this	 causes	 biases	 in	
vocabulary	 scores	 and	 can	 incite	 semantic	 overgeneralisation.	 Attention	 should	 be	 paid	 to	 the	
sensitivity	surrounding	questions	about	income,	and	it	is	pertinent	that	a	question	on	the	primary	car-
giver’s	education	level	is	also	included.	Instructions	may	need	to	be	extended	and	improved	upon	if	





These	 recommendations,	 along	 with	 findings	 of	 Section	 5.1.3	 (linguistic	 and	 ontological	
considerations),	can	be	the	points	of	leverage	from	which	meaningful	change	can	spring	and	are	core	















colonially-imposed,	 rigid	 language	 boundaries	 which	 do	 not	 accurately	 represent	 linguistic	 and	









skills.	 Through	 this	 isiXhosa	 adaptation	 of	 the	 CDI,	 and	 through	 the	 arguments	 put	 forward	 in	 this	
thesis,	I	have	aimed	to	increase	access	to	reliable,	meaningful	and	realistic	tools	and	information	in	the	
field	 of	 speech	 and	 language	 development.	 However,	 in	 doing	 so	 it	 is	 acknowledged	 that	 many	
isiXhosa-speaking	children	do	not	have	access	to	speech	and	language	development	units	or	speech	
































































































































































































































































































































































































































































































































































place	of	Cl.	8,	and	 the	Cl.	1	possessive	marker	used	 instead	of	 the	Cl.	9	 (although	 these	both	 involve	glides;	Demuth,	1992).		
























































































































































reg	 Percentage_words_produced	 Child_Age_Mths	 Gender	 i.Mother_educ	 Sibling_caregiver	 Twin	
First_born	 Ear_problems	 Creche_attendance	 Adults_in_home	 Number_of_caregivers	

































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































Transcript	 CHI		 Age	 Gender	 Frequency	 Noun	
class	
Additional	Notes	
Missing	copulative	 iphepha	vs.	liphepha	 Cata	 CHI1	 2;10	 F	 	1	 5	 		
		 amagqaba	vs.	
ngamagqabi	
Cata	 CHI1	 2;10	 F	 1	 6	 		
		 imeva	vs.	limeva	 Cata	 CHI1	 2;10	 F	 1	 5	 		
		 ivid	vs.	yividiyo	 Cata	 CHI1	 2;10	 F	 1	 9	 		
		 inja	vs.	yinja	 Cata	 CHI4	 3	 M	 1	 9	 		
		 Unako	vs.	NguOnako	 Cata	 CHI4	 3	 M	 1	 1a	 		
		 UAkum	vs.	nguAkum	 Vuku	 CHI1	 2	 M	 1	 1a	 		
		 umama	vs.	ngumama	 Vuku	 CHI1	 2	 M	 1	 1a	 Missing	after	a	passive	construction	
		 inkomo	vs.	yinkomo	 Vuku	 CHI3	 2;10	 M	 	1	 9	 	
		 eyam	vs.	yeyam	 Vuku	 CHI1	 2	 M	 8	 9	 Possessive	pronoun	missing	copulative	
		 eyakho	vs.	yeyakho	 Vuku	 CHI1	 2	 M	 1	 9	 Possessive	pronoun	missing	copulative	




situlo	vs.	sisitulo	 Cata	 CHI	1	 2;10	 F	 	1	 7	 Missing	initial	vowel	
		 nkonkxa	vs.	yinkonkxa	 Cata	 CHI1	 2;10	 F	 1	 9	 Missing	initial	vowel,	nasal	shadow	prefix	
		 s'levu	vs.	sisilevu	 Cata	 CHI1	 2;10	 F	 1	 7	 Missing	initial	vowel	
		 situlo	vs.	sisitulo	 Cata	 CHI2	 3;9	 F	 1	 7	 Missing	initial	vowel	
		 s'levu	vs.	sisilevu	 Cata	 CHI2	 3;9	 F	 1	 7	 Missing	initial	vowel	
		 nmntanam	vs.	
ngumntwana	
Cata	 CHI2	 3;9	 F	 1	 1	 Missing	initial	vowel,	nasal	shadow	prefix	





		 ntoni	vs.	yintoni	 Cata	 CHI4	 3	 M	 1	 9	 Missing	initial	vowel,	nasal	shadow	prefix	
		 bhabha	vs.	ngubhabha	 Vuku	 CHI1	 2	 M	 1	 1a	 		
		 tv	vs.	yiTV	 Vuku	 CHI1	 2	 M	 1	 9	 		
		 Kabelo	vs.	nguKabelo	 Vuku	 CHI1	 2	 M	 1	 1a	 		
		 tships	vs.	ziitships	 Vuku	 CHI1	 2	 M	 1	 10	 		
		 toni	vs.	yintoni	 Vuku	 CHI1	 2	 M	 1	 9	 Missing	nasal	too	
		 keyiki	vs.	yikeyiki	 Vuku	 CHI1	 2;10	 M	 1	 9	 		
		 bhabha	vs.	ngubhabha	 Vuku	 CHI2	 3	 M	 1	 1a	 		
		 tv	vs.	yiT	V	 Vuku	 CHI2	 3	 M	 1	 9	 		
		 moto	vs.	yimoto	 Vuku	 CHI3	 2;10	 M	 1	 9	 		
		 kunku	vs.	yinkuku	 Vuku	 CHI3	 2;10	 M	 1	 9	 Missing	nasal	too	
Wrong	copulative	 Yihlathi	vs.	lihlathi	 Cata	 CHI1	 2;10	 F	 1	 9/5	 Overgeneralisation	cl.	9	
		 yitye	vs.	lilitye	 Cata	 CHI1	 2;10	 F	 1	 9/5	 Overgeneralisation	cl.	9	
		 yitye	vs.	lilitye	 Cata	 CHI2	 3;9	 F	 1	 9/5	 Overgeneralisation	cl.	9	
		 yidoka	vs.	ludonga	 Cata	 CHI3	 3	 F	 1	 9/14	 Overgeneralisation	cl.	9	
		 yitye	vs.	lilitye	 Cata	 CHI3	 3	 F	 1	 9/5	 Overgeneralisation	cl.	9	
		 wuOtha	vs.	NguOtha	 Cata	 CHI1	 2;10	 F	 1	 1a	 Glide	copulative	
		 wuMbeyambeya	vs.	
NguMbeyambeya	
Cata	 CHI1	 2;10	 F	 1	 1a	 Glide	copulative	
		 wabhabha	vs.	
ngubhabha	
Vuku	 CHI1	 2	 M	 	1	 1	 Glide	copulative	
Missing	NPx	only	 platik	vs.	iplastiki	 Cata	 CHI1	 2;10	 F	 	1	 9	 		
	 mai	vs.	imali	 Vuku	 CHI1	 2	 M	 1	 9	 		
	 tranpot	vs.	itranspoti	 Vuku	 CHI1	 2	 M	 1	 9	 		
		 nyoka	vs.	inyoka	 Vuku	 CHI1	 2	 M	 1	 9	 Nasal	shadow	prefix	
		 fish	vs.	ifish	 Vuku	 CHI1	 2	 M	 1	 9	 		





		 mmoto	vs.	imoto	 Vuku	 CHI2	 3	 M	 1	 9	 		





















	 yadlala	vs.	uyadlala	 Vuku	 CHI1	 2	 M	 1	 1a	 		
	 yamba	vs.	ndiyahamba	 Vuku	 CHI1	 2	 M	 1	 1st	
person	
		
	 yangxola	vs.	uyangxola		 Vuku	 CHI1	 2	 M	 1	 1a	 		
	 funa	imoto	vs.	ndifuna	
imoto	










Cata	 CHI1	 2;10	 F	 1	 1a	 Remote	past	SM	missing	
		 yayikha	vs.	uyayikha	 Cata	 CHI1	 2;10	 F	 	1	 1a	 Missing	with	OM	present	
		 yanditshova	vs.	
uyanditshova	
Cata	 CHI3	 3	 F	 1	 1a	 Missing	with	OM	present	
		 yayivala	vs.	ndiyayivala	 Cata	 CHI4	 3	 M	 1	 1st	
person	
Missing	with	OM	present	
		 gqibile	vs.	ndigqibile	 Cata	 CHI4	 3	 M	 1	 1st	
person	
Missing	with	past	tense	
		 tatile	vs.	ndithathile	 Vuku	 CHI1	 2	 M	 1	 1st	
person	
Missing	with	past	tense		
		 phelile	vs.	iphelile	 Vuku	 CHI1	 2	 M	 1	 9	 Missing	with	past	tense	
































Vuku	 CHI1	 2	 M	 2	 1a	 Missing	with	future	
		 zabethwa	vs.	
uzabethwa	
Vuku	 CHI1	 2	 M	 3	 1a	 Missing	with	future	













ndivala	vs.	ndiyavala	 Cata	 CHI4	 3	 M	 1	 1st	
person	
SM	present	










Cata	 CHI4	 3	 M	 	1	 		 		
		 sibethwa	ngumama	vs.	
siza	kubethwa	




kukutya	vs.	iza	kukutya	 Cata	 CHI1	 2;10	 F	 1	 9	 Partial	future	there	
		 xelela	umamam	vs.	
ndiza	kuxelela	














Vuku	 CHI1	 2	 M	 1	 1a	 Full	future	missing	
		 bethwa	wena	vs.	uza	
kubethwa	wena	





Cata	 CHI3	 3	 F	 	1	 1a	 		
		 khaba	ku-	vs.	kuye	 Vuku	 CHI1	 2	 M	 	1	 1a	 		
Agreement	error	 mlungu	vs.	abelungu	 Cata	 CHI1	 2;10	 F	 	1	 1/2	 		
	 elam	vs.	yeyam	 Vuku	 CHI1	 2	 M	 1	 5/9	 Overgeneralisation	cl.	5	
		 lelethu	vs.	yeyethu	 Vuku	 CHI1	 2	 M	 1	 5/9	 Overgeneralisation	cl.	5	
		 Iyatitha,	Akum	vs.	
uyachitha	uAkum	
Vuku	 CHI1	 2	 M	 1	 9/1a	 SM	overgeneralisation	Cl.	9	
		 ititile	vs.	uyitshixile	 Vuku	 CHI1	 2	 M	 1	 9/1a	 SM	overgeneralisation	Cl.	9	
		 ziitships	zam	le	vs.	
ziitships	zam	ezi	
Vuku	 CHI3	 2;10	 M	 1	 9/10	 Demonstrative	overgeneralisation	Cl.	9	
		 yimdaka	vs.	zimdaka	 Vuku	 CHI3	 2;10	 M	 	1	 9/10	 	
Missing	past	suffix	 ulahleke	umntwana	vs.	
ulahlekile	umntwana	
Cata	 CHI2	 3;9	 F	 	1	 		 Conjunctive	form	instead	of	disjunctive	
form	
		 phumi	vs.	iphumile	 Vuku	 CHI1	 2	 M	 	1	 		 Incomplete	and	missing	SM	
Incomplete	OM	on	
command	
itshaje	vs.	yitshaje	 Cata	 CHI2	 3;9	 F	 	1	 		 Correct	use	of	subjunctive	










Vuku	 CHI1	 2	 M	 1	 2nd	
person	
Future:	missing	with	future	and	SM	
ititile	vs.	uyitshixile	 Vuku	 CHI1	 2	 M	 1	 9	 Past	
Missing	subjunctive	 khaba	ku-	vs.	ndikhabe	
kuye	







Vuku	 CHI1	 2	 M	 1	 	 		
		 bhala	inkomo	vs.	
ndibhale	inkomo	
Vuku	 CHI3	 2;10	 M	 	1	 		 Missing	with	SM	
		 fun'ithule	vs.	andifuni	
ithule	
Vuku	 CHI1	 2	 M	 	1	 		 Missing	SM,	negative,	and	suffix	
Incomplete	
negative	














Nalu	 uluhlu	 lwamagama	 abantwana	 abanokuwazi.	 Luluhlu	 olude	 nolukhulu	 lwamagama	 asetyenziswa	
ngabantwana	 jikelele,	 ungakhathazeki	 ukuba	 umntwana	 wazi	 ambalwa	 ngoku,	 kuba	 la	 magama	 avela	









































4. Kwicandelo	 11	 (Abantu)	 makisha	 igama	 nokuba	
umntwana	wakho	ubize	igama	lomntu	(umzekelo	“Sipho”	
















































hawu	hawu	 O	 miawu/nyawu	 O	 tring-tri	 O	
hlhl	 O	 mm	 O	 tseep	tseep	 O	
hnn/gragrama	 O	 moo/mmm	 O	 tswi-tswi	 O	
kau	kau	 O	 oo	oooo	 O	 vroom	 O	
kurukugu/	 	 	 	 	 	
khapha-khapha	 O	 peep	 O	 wiu	wiu	 O	
kwakwaku	 O	 shu/buhlungu	 O	 yho/yhuuu	 O	










ibhabhathane	 O	 ingonyama	 O	 iqwarha/izebra	 O	
ibhadi/impunzi	 O	 ingwe	 O	 isele	 O	




























































































indlovu	 O	 inyosi	 O	 unomatse	 O	
indlulamthi	 O	 iphela	 O	 unonkala	 O	













































































































amaqhampu	 O	 iglu	 O	 ipuzzle	 O	
ibali/istori	 O	 ikreyoni	 O	 isipho	 O	













ibhola	 O	 ipeni	 O	 umdlalo/igem	 O	


































amaqhashu	 O	 ikeyiki	 O	 isiselo/idrink	 O	
amasi	 O	 ikhaphetshu	 O	 isitoki	 O	













iayiskrimu	 O	 ikrim	 O	 isosi	 O	
ibhanana	 O	 imelon/ivatala	 O	 ispinatshi	 O	


























ifruit/isiqhamo	 O	 iorenji	 O	 ithanga	 O	





































iigrapes/iidiliya	 O	 ipesika	 O	 itshizi	 O	
iilekese	 O	 iphinabatha	 O	 itshokolethi	 O	













iipancake	 O	 ipoloni	 O	 ivosi	 O	



































ijem	 O	 isendwitshi	 O	 umngqusho	 O	
































amacici	 O	 iiglavs	 O	 iqosha	 O	
iambrela	 O	 iintsimbi	 O	 iraincoat	 O	
ibhanti	 O	 ijean	 O	 isihlangu	 O	
ibhatyi	 O	 ijezi	 O	 isiketi	 O	
ibhegi	 O	 ijezi/isilamba	 O	 isikhafu	 O	
















































ibele/amabele	 O	 indlebe	 O	 isisu	 O	
idolo	 O	 ingalo	 O	 izinyo	 O	
igazi	 O	 intamo	 O	 ubuso	 O	



























































imilebe	 O	 isilevu	 O	 umqala	 O	





















































ibhaskethi	 O	 imbhodlela	 O	 isipaji	 O	

























ibrashi	 O	 inelklipa	 O	 itawuli	 O	



















































iglasi	 O	 iplastiki	 O	 iwotshi	 O	
ihamile	 O	 ipleyiti	 O	 iyeza	 O	
ihuva	 O	 iqhaga	 O	 izikere	 O	






































ikhandlela	 O	 isibane	 O	 umtshayelo	 O	



















































































idrawa	 O	 ikhetini	 O	 itshemba	 O	

























ifriji	 O	 ionti	 O	 izinki	 O	













igeyithi	 O	 isitovu	 O	 umatrasi	 O	










amanzi	 O	 imvula	 O	 isanti	 O	



























	 	 	 	
isitalato/	
	













ilanga	 O	 inyanga	 O	 umoya	 O	













ilitye	 O	 irhobothi	 O	 uphahla/iruf	 O	





































































































































































































































































































bhayibhayi/	 	 inkulu	 	 	 	
hamba	kakuhle	 O	 kakhulu/ingaka	 O	 ndiphe	 O	
	 	 isidlo	sakusasa/	 	 	 	
	 	 iblakfesi/	 	 ndizakufuma-	 	
eish	 O	 ibreakfast/ipap	 O	 na	 O	
	 	 isidlo	 	 	 	
	 	 sangokuhlwa/	 	 	 	
enkosi	 O	 isapa	 O	 shap-shap	 O	
ewe	 O	 isnack/iitships	 O	 shem	 O	
etshembeni	 O	 isoka	 O	 sho	 O	
hayi	bo	 O	 isopolo	 O	 thula	 O	
hayi/suku-	 O	 ixesha	lokutya	 O	 ucikicane…	 O	
	 	 	 	 ukuthenga/	 	
helo/molo	 O	 jika/jikela	 O	 ukushopisha	 O	
hi5	/take5	 O	 lala	kakuhle	 O	 unangaphi	 O	
	 	 mini	emnandi	 	 	 	
	 	 kuwe/happy	 	 	 	
ibhafu	 O	 birthday	 O	 Uphi?	 O	
	 	 	 	 uyabona/	 	
ilantshi	 O	 molo/hi	 O	 yabo?	 O	




























akha	 O	 jonga/khangela	 O	 qhuba	 O	
aphula/ophula	 O	 jula/phosa	 O	 qhwaba	 O	
baleka	 O	 kaka	 O	 qokelela	 O	
bamba	 O	 kha/ikha	 O	 qubha/dada	 O	
bamba/phatha	 O	 khaba	 O	 rhawuzelela	 O	




























bhala	 O	 khulula	 O	 sela	 O	
biza	 O	 khupha	 O	 shiya	 O	
boleka	 O	 khwela	 O	 sika	 O	
bona	 O	 khwela/qhuba	 O	 skeyitha	 O	
bonisa	 O	 krazula	 O	 suka	 O	













chama	 O	 lala	 O	 thanda	 O	
cima	 O	 landela	 O	 thatha/ina	 O	
cinga	 O	 leqa	 O	 thenga	 O	
chitha	 O	 lila	 O	 thetha	 O	

















































enza	 O	 ncamithisela	 O	 tsiba	 O	
fihla	 O	 ncanca	 O	 tsweba	 O	
fika	 O	 nceda	 O	 tya	 O	









































































galela	 O	 nxiba	 O	 vuka	 O	
gqiba/phela	 O	 omisa	 O	 vula	 O	
gquma	 O	 osa/oja	 O	 vusa	 O	
haga/hagi	 O	 peyinta	 O	 vuthela	 O	
hamba	 O	 phakamisa	 O	 wa	 O	
hamba/woka	 O	 phatha	 O	 wina	 O	
hlala	 O	 pheka	 O	 wisa	 O	
hlala/sala	 O	 phosisa	 O	 xelela	 O	
	
198	
hlamba/vasa	 O	 phuma	 O	 ya	 O	
hleka	 O	 phunga	 O	 yiza/za	 O	




































































bi	 O	 lele	 O	 okuqala	 O	

























brawun/ntsundu	 O	 lusizi	 O	 oyika	 O	











































cotha	 O	 mnyama	 O	 qinile	 O	
dala	 O	 ncinane	 O	 shushu/tshisa	 O	
de	 O	 ncinci	 O	 sile/geza	 O	
diniwe	 O	 ncinci/smol	 O	 switi	 O	

























gula	 O	 ngxola	 O	 tyhuti/hle	 O	
hle	 O	 ngxola(yo)	 O	 vukile	 O	


















emva	 O	 kusasa	 O	 ngomso	 O	













ixesha	 O	 ngoku	 O	 usuku/imini	 O	


































bani	 O	 nini	 O	 ntoni	 O	



















































































































akekho/ayikho/	 	 	 	 	 	
pha	 O	 nantsiya/nanko	 O	 phantsi	 O	
apha	 O	 ngaphandle	 O	 phantsi	kwa-	 O	
ecaleni	kwa-	 O	 ngaphezulu	 O	 phaya	 O	
emva	kwa-	 O	 phakathi	 O	 phezu	kwa-	 O	
emva/eback	 O	 phambi	kwa-	 O	 phezulu	 O	







































enye/ezinye	 O	 mbalwa	 O	 zombini	 O	








ke	 O	 kuba	 O	







































































































































hamba	 O	 nditshova	 O	 ndiyathanda	 O	
yahamba	 O	 uyanditshova	 O	 ndiyakuthanda		O	







bhola	 O	 umntwana	 O	 yihlathi	 O	
yibhola	 O	 wumntwana	 O	 lihlathi	 O	
	 ngumntwana	 O	 	
	
 Umntwana	wakho	seleqalile	ukudibanisa	amagama,	umzekelo	“Tya	ukutya”?	 	


























































































le	ti	ishushu.	 O	 	 	 ndifuna	isonka	 O	






































ingoma.	 O	 ezimbini/ezi-2.	 O	
	 	 ndineebhothile	 	
ndikuculela	 O	 ezimbini/ezi-2	 O	







	 	 intombi	iyalila	 	
eyam	imoto.	 O	 iwile.	 O	
yeyam	imoto	 	 intombi	iyalila	 	



























































































































































































0				O					 					1									O	 2									O	 					3									O	 4		okanye	ngaphezulu					O	
2.Lo	ngomntwana	wokuqala	kumama	wakhe	(umama	wakhe	unabanye	




















0								O	 					1										O	 2									O	 					3										O	 ngaphezulu							O			
Abantwana	
4-	11	iminyaka	 0								O	 					1										O	 2									O	 					3									O	 ngaphezulu							O					
Abantwana	
12	-	17	iminyaka	 0								O	 					1										O	 2									O	 					3										O	 ngaphezulu							O						
		7.	Mangaphi	amagumbi	





















0								O	 					1										O	 2								 O	 					3										O	 ngaphezulu							O					
Abanye	abantu	abangazalani	
naye	(sixelele	bangaphi)	 0								O	 					1										O	 2									O	 					3										O	 ngaphezulu							O						
10.	Bangaphi	abanye	abantwana	abahlala	kweli	khaya?	(Sichazele	bangaphi	ngokweminyaka	yabo)	
Abantwana	





0								O	 					1										O	 2									O	 					3										O	 ngaphezulu							O						
Abantwana	
4-	11	iminyaka	 0								O	 					1										O	 2								 O	 					3										O	 ngaphezulu							O						
Abantwana	
12-	17	iminyaka	 0								O	 					1										O	 2									O	 					3										O	 ngaphezulu							O						
		11.	Mangaphi	amagumbi	



























































Uyigqibile	i-High	School	 O  
	
16.	Umsebenzi	kamama…	(umsebenzi	anawo	ngoku	okanye	
umsebenzi	wokugqibela	owamrholisayo)	 Zange	asebenze,	wawufundela	umsebenzi		 O 
Uyaphangela	 O	 Uyazisebenza/akanamlungu	(akanabasebenzi)	 O	
Uyasebenza	ngeli	xesha	efunda	
	




















































Uyaphangela	 O	 Uyazisebenza/akanamlungu	(akanabasebenzi)	 O	
Uyasebenza	ngeli	xesha	efunda	
	








	R0-R36	000		 O R36	001	-R72	000	 O 
R72	001	-	
R108	000	 O 
R108	001	
-	144	000	 O 
R144	001	
okanye	
ngaphezulu	
O	
 
	
22.	Yimalini	eniyichithayo	ekutyeni	ngenyanga	kwikhaya	lenu?		______________________________	
 
	
211	
	
Ugqibile!	
Uncedile	ukugqibezela	uphando	lokuqala	olukhulu	ngokufunda	amagama	kwabantwana	boMzantsi	Afrika		
Siyabulela	wena	ngexesha	negalelo	lakho.	
	
	
